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In ﬁrevinus years, the Moral Education PIDjECt conduzted research in a
number of brcad areas incliding moral development teacher Educat;on,f . .
curriculum, and pedagogy. In 1976-77 (Yeaf- Sj_the Project concentrated '
on research.into curriculum and in particular thexteaching methods and
learning materials which h§ve become charéctéfistic ofﬁthe Prﬂjéct; : .
study approagh to research and also to combine empirical work in pTactlcal
-settlngs Wlth discussion and thinking through the theoretical ang practlcal
issues in hand. Projegt membars took part in seven intensive classr oom

. studies in Yé%r 5, at griﬁe levels from 2 to 13, some of which “are

- described in the Appendlces. However, the conclusions presented in the

Teport derive from theoretical ag well as'empirical work, and draw also

on studles ‘done in prev1ous years ‘as well as in Year 5. ' ‘

"The report begins with a summary statemeﬁt of the objectlves of
values .education, seen from the point of view of the Project's "reflectlve
appraach" described,iﬁ the Year 3 report. The central gbjective is to -
help students reflect on their values in the light of'z;ndamental life
goals and, as a4 result, arrive at a sound set of values outlooks, approaches); N
attitudes, and behaviour patterns.. - . '

d

5 3

! Sections 2 and 3 emphasize characteristics of thé school, the class- -
room, the teacher, and the students that are important for an.effective o
values education pragram Stress is placed on the need fax the teacher
and students to work together and to have a jéint understandlng of the ; ! .

:;obge;tlves and methodology of the. values program' " i )
' . Section 4 prov1des a systematic statement on @hé-crugial role of
1earniﬁg materials in implementing a values éduéatiqﬁ-prG§ram, Segtiéﬁ 5

" deals extensively with the features of sound, usable learning materials

in terms'qf context, format, and approach. This important seétégﬁ both
s . T L ’ . . Q P .

O

ERIC

Aruitoxt provided by Eic:




vsumﬁériiéS'thé findingsvafxthé Project over the yeérs_gith:r55pect to
glearniﬁg materials and provides a guide for,thé preparation of gsterials

if; the future. - . |

' . :Section 6 provides a necessary commentary on how to use materials

of the kind developed by the Project to date. Section 7 lists in detail
the specific téachiﬂg and learning activities invofved in reflective
Yalués education; and section 8 analyses the teachlng skills needed 1n -
VCOﬁﬂUCt;ﬁg a values educatlan program. In section 9 some observatlong are
made about the "jcidental,' 'integrated,' and "separate course" appraaches
to values education, with the conclusion that all three should be pursued,J

, in a mutually supportive manner. ; o ”

The rep@rt concludes with a sectlan on the relation between the

reflectlve appraach and six ather major apprna:hes to. values education.

b7 Itds po;ntéd'aut that while the reflective approach differs from the

o

others in certain ways, particularly in emphasis, it incorporates the
‘main curricular and pedagogiﬁél strategies of these approaches.
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Introduction: The Background and Methodology of the Study o

In prev1ous years, the Moral Edueetlen Pro;ect conducted *eeeerch ,and
% development on a rimber of broad fronts 1ﬁc1ud1ﬁg conceptions of merel;ty

and veluee, stages of moral development general approeehee to valuee

3

edueerlen, prebleme ef 1mplementet10n ﬁre service and in-service. teeeher
edueetloﬂ, 1net1tut10ne1 errengemente conducive to values edueetlon and
typee effleerningﬂmeterlele and teaching strategies igg values education.
Over the;yeereg-etéention became focussed increasingly om certain

‘curriculum meieriele and teaching strategies that seemed to be particlilarly,
-promising;-but on the whole; research and devele%ment_xemeined at a rather

=

generel 1evel ; ’ : )
In 1976-77 (Ministry of Education Fundlng Year 5) the Pre;ecf was ¢
eherged with concentrating on discussion Jmaterials and in partleular on
' the eaeh;ng methods and materials that ﬁave become characteristic of e
the Moral Education Project. It.was- planned that by the end of Year 5 ae
rather deflnlte set of conclusions. eoneernlng teeehlng strategies and
leerning materials could be preeented by the Project. These conclusions
- ., were to be applicable to values education both in teeeher education

el . ¥

contexts and in the schools, in keeping w1th the prectlce of ‘the Projeet to

e

eurrently The Preject has 1ndeed arrived at a set of reletlvely epec1f;g o
cenclueienexof -the. kind env1eeged These are described in the*Preeent :
" report under the neadlng "Currleulum eﬂd Pedegegy for Reflecteve Values
kEducetlen." Before presenting the concluelone however, some’ remefke are
in order concerning the methedelegy used in thlS yeer'r research and - o v

indeed threughout the life of the Project.
i In general, the Moral Education Project has rejected a lock-step

approach to research and development: first, theory and hypetﬁeeie

3f B N - ‘9 <




Q

ERIC

Aruitoxt provided by Eic:

than the traditional type of controlled experimanf- We have several R

development; second, development of curriculum and teaching stratégies;

third, pilot-testing; fourih? dissemination. Rather, all elements of
inquiry and implementation have been preseht almost from the beginning.
For example, experimental classroom teaching was conducted as early as
1969-70; samples of Leafnlng materials have been dissemin.ted for falrly
widespread use since 1Q71—72§ “and’ the theoretical base of the research
has shiftedxin major ways over the.lifeetime of the Project. We have
assumed that if one has some soundggeogral theories and hypotheses, |

sufficient to justify one's embarking on.a_research program, equally one

" will have some reasonable proposals to make about practice. Further, we

~have assumed'that activity in pilot-testing and dissemination provides

important data for theorizing even .at the most fundamental level.
As well as rejectlng a lock- step approach to research and development

the Project has seen an action- oriented, case Study approach to empirical s

inquiry as bging at least as effective - possibly much more effective - .

concerns about the use fbthéatradltlonal controlled experiment 1n
educational researoﬂ In. the first place, it is extremely dlfflEult to
achieve in educational settifigs the degree of control of variables that

is possible in experlments in, for example, -physics and chemlstry Hence,
adopting the model of the contfolled experlment typically leads to |
1gnor1rlg rather than controlling many variables. Second, traditional tests t‘{‘
of significance in educational research tend to lead to a false sense of - \»
security since there is very often a confusion of mathematical Sigﬁifioaﬁce i
with the .actual sigﬁificancé of the results. Third, 15‘15 not at all clear \
that one should be attempting to control variables iﬂ éducatlonal research i
in the manner that is commonly advocated. Educatlona& phenomena cammot
be broken up ‘into a multiplicity of pure components understood in that | - E
form, and then put together again Cllke a bridge or a thermostat) with ;
predlctable results. The elements in educatlonal phenomena are much too ‘
interdependent for that kind of treatment, o

The Progect has opted, instead; for a methodology that involves

some opportunlty for modification of the situation as one proceeds One
intervenes in an ongolng situation in certain speCLf;o ways and observes
the results. If there are no results of a worth-while kind one~modifi§5

the nature of the intervention, again in specific ways; After many years

‘of experience of this kind it gradually becomes clearer whéttére better

: * = C = = = _ x ¥
and worse kinds of educational intervention.
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,Iﬁ_additinn, we havefplaéed aggfeat deal of emphasis Qn.theeretical
inquiry an§ cogitation in general. The conclusions of our study are by
no means derived just from the case studies described in the Appendices,
or from these studies plus other empirical studies conducted in previous ’
jears. A large proportion of the research time of Proje;t members has - . e
been taken up with individual and group theorizing and discussion about ’
the range of issues addr;sged in this report. While we are éanviﬂcgd of
the iﬁpartance of extensive peréanal involvement in practical setting%,
we are also convinced that a process of digcussihg anihthinking through

the theoretical and practical issues in hand is also an-essential aspect

“' of effective educational research. This approach.we have tried to follow

-

1

in the present inquiry. ; Y
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1. Dbjectwes
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The cbjectives of the reflective approach in values education, as developed
by the Project have been outlined from time to time in other publications.
The present listing of objectlves is a summary statement des;gned to
pIOVldE greater clarity and a more specific basis for subsequent segt éﬁs
on curricular and pedagogical matters.

1. To help students deal with important'gurﬁgntxlife problems, having to

do W1th both their pwn needs and the needs of DthéTS

- The importance of- helplng students with current (as wall as future)|
~problems scarcely merits aggumenti It is only throggh dgal;ng successfully
with a wide range Dflspec%fic vélues problems that students acquire '
general printigﬂes and skills tﬁat‘may be carried forward into later life.
It has Someti%e been claimed that general principles. and skills can be

Eﬁgalned thrcugh the successful” resolution of\a selecticn of crucial dilemmas
;ar through the ahftract teachlng of the fprmal nature of m@rallty In our

| exper;ence, however ; values 1n51ght does | not transfer or generallie as’
33511y as tﬁls would suggest to other :ontexts and problems. Stadents ‘

° l!must be helped“%n the generalization and ?ppllcatlon process in the school
values program 1tse1f . :

2. To help students deal with current problems in a manner (e.g., open

: informed, reallstlt respectful of each persan s concerns) that pIQVldES

\them v w1th a madel for solving values problems, simple aﬂd complex in

‘ . .
5 )

later life. ’

“ 3. To help‘students acqulre, tumulatlvely, a general Values outlook, a
gener&l approach’ to values, snd skills for solving values problems: an
sllnterconneztéd set of values prlnﬂlples én understanding of the nature

of values, a capaclty to deal with values problems (cognitively, affectlvely,

behaviourally), an awareness of the importance of values inquiry.




} ¥ This objective is an elaboration of objectives 1 and 2. It is
ffiﬁcluded:in order to stress the fact that the capacity to solve life
prablems requires both general values outlooks and approaches aﬂd skills. /
A sound values orientation is insufficient by itself;. as weil, a pure
skills approach is not adequate. Solving values problems requires a
~.comprehensive knowledge and theory base agiwell as problem-solving
strategies. This DHServétiqp, by the way, serves to underline the vastness .
of the field of values education.
4. To help students deveiop their set of fundamental human values (or
life goals), constantiy;rgfining their meaning, coming to understand the
interconnections between thémj éﬁd establishing the relative emphasis to
be placed on each. , |
gi To hélp students understand the fundamental values of other people
and e;tabliéh a capacity and willingness to arrive atjhcémpfémise"’
solutions to take account of the needs of other relevant people as well
/ .as their own. . , _
The justifications for the "fundamental human values! or "ultimate
life goals' approach to values (objectives 4 Jand 5) have been developed
at. length elsewhere (see Beck's Moral Eduédisei in the Schools, OISE,
§1971? Chapter 3; Beck's Educational Philosophy and Th - Liftle Brown,
1974;\Lﬁﬁpﬁers 1 and 10; and The Reflective Approach .« Valuss Education,
Ontarib Ministry of Education, 1976, section 1). It is primaylly a
philosophical justification and arises out of the ongoing theoretical
research aspect of the Project.
6. To help students learn to press thg "why'" question back further and
further to fundamental human values, reflectlng on specific and inter- -
mediate range values in the light of fundamental values. o )
This objective derives -from objectives 4 and 5 as follows: if the
aréa of values is concerned with the achievement of fundamental or

ultimate values, for gneself and others, students must learn to press

does indeed lead to the achlevemen LE fundamental or ultlmate values

7. To help students develop emotinns, attztudgqg and behaviour patterns

that accord with their emerglng\'alues
This ObJECEIVE has its basis in the gEneral assumptionr taken here

and problems shouldvbe reflected in the daily lives of students. Progress

in the cognitive domain alone is not a satisfactory outcome of values

s 12




é}tﬂ emph351ze 1t5 lmportance. In PT&EtiCE the teach;ﬁggﬁrcgrams o

1“crdez
'prap sed Wlll attempt ta integrate the cognitive, affective, and

' beh§y1oura1 aspects ﬂf values education.
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B e L
‘VV:‘&In arder*that the obJectlves just: cut11ned may be achleveé the fcllnwlng

L9
*

f.condlt1ans shoutd prevall 1ﬂ the school setting. ]
- The- tgﬂahér sheuld in gsnsral be g”@ﬁad tgashép." Our study of the

“_teacher compefencleg requ;red -for values educat;un suggests that tc a ﬂ,)f'

'i-“"large extent "goad avalue.s educat;@n" ;s smpbr "ggod educatlon"
_';Such prlnc1ples of valuES'educataan as the blendlng af gEneral ideas " ‘:/f--“ g
+ ‘with cancrete exampies, strang tea:hér ;nput :omblned W1th subStantlal '

'f'studené freedam movement from. the kﬂDWﬁ to the unknown, movement frcm

' the 1nterest1ng to the (:ur:ently) unlnterestlng, the 1;ﬂk1ng up of one

EO .. .

'fd1sgip11ne QI school subject Wlth others, and so uﬂ, arEsprlnciples of

= f,scund teach;ng in geﬁeraln Th31r 1mportan23*may=be somewhat more obvruus .
1 ;1n the contéxt of values edueatlan where ane is acutely aware of the
-vneed to. tread refuLly and teach effectlvely But in fact’ all publlc ;
x:educaﬁlaﬁ 1nva1ve5 "tamperlng" w1th Dther pecple 5. llVES ‘and. taklng up
%==afother people's t;me and Tesources. and sa must-be app:oa;hgd with. the

-ﬁ utmost care and sk111 : < _ ’ o ¥ P

,2 < The tsaehér shéuld in general have a gaed rsZatz nsth wztk the . il;
*studénts. (See, for éxample the felatLOﬂﬁhlp between teacher and students |

;descrlbed in Append;x 3.) There is of .course a w;de varléty Df types of .
‘?gogd relatlonshlp and dlfferént'teachefs can. help students in different .
'waays but the point still stands Students: will be unllkely to partlcl—'

: ate substant lly in values educatiaﬁ act1v1ties 1n1tiated and Drga 12§d :
_P é!a .

Zhs studénts shguld in éﬁéfﬂz haug ﬁ g@ad Pélﬂt%&ﬂéh%p wzth gaeh af 

ion modes of values educatlaﬁ . for

*
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B xamp]e, it is clear that stq@enf% make progress in large part as 5‘7'  . P
"ap‘; result of . 1nteract;on with each other as well as with. the teacher. Tﬁey N
dlrectly teagh éach other and also arrive at® values 501ut1an§5through
]Qlﬂt act;v;ty Rich, warm relatlonshlpsabetween students can, enhance

" this. procéss,-and hostile relatlanships can s;gnlflcantly 1nterfere both™

& -
with studentJStudeﬁt teaching and teacherastudent teaphlﬁg . /

T

:4: The teacher shoutd get an gmamplé of sound uaZHES._Whlle students
_are capab!e of learnlng without adult assistance, school- based 1earnrng .
,195 'is largely initiated and orgshlzed by adults. In this context the
effectlveness of a—values educaticn ‘program will be con51derab1y réduced
if the adults 1nvolved do not ‘themselves éxempllfy the appraach to values
‘being taught This does not mean that the teacher must be a Vgeody goady"
or that the students must have the same speclflc‘values das th31r teacher
Rather, the teacher sheuld exhibit the broad approach of refleétlveness,
can513tency bétween thaught and action, and commitment to fundimental
'human values that is b31ng festered in the values pragram ' .
5. Tﬁe érganzsatzpn and atmagphgrg of the classroom and sghoal must - _
SHPP@Ft the values edugation prﬂgram..Speaklng p051t1vely, it is. pcss;ble v
in this way to illustrate and r31nferce the approaches ‘and skllls ‘being '_ ;;,;M
= taught ;n the values pragram (See "Nine- Weeks Togéther " Append;x ) :
. Indeed thé manner in which the 'school is run should be part ﬂf ‘the values
prggram_ schoal;ng is a large slice of the life of ‘the student over wh;ch . ;;if
the schoal ‘has some direct cantral Speak;ng negatlvely, Af. the grgsnlf . _

= and atmosphere of the. schcol do not’ support and are- Separate ffom the, values . - -

s

edu:atlon pregram students are unllkely tE take the values program serg,u.éy

QT learn=from 1t : : N ; S

6. T%é sghéél eurrp&ulum shauld bs QFganzsed in such-a ay that a:_

.productive values, education prpgram is possible.. For exampleg there must v -

: begoppcrtuﬁitie “for expllzlt and systgmatlc tTeatment of values issues

%06 thaf‘?tqu ts and” teaéhers cam gaif the™ background kncwledEE“aﬂd 25kiJ1s—set- ;;%
they need to deal w;;h 1nc1dental appartqpltles far values d:scu551on as

%
. they &IlSE (see section 9, belgw) Agaln there;must be appcrtun;tles for

the kind of" ;nterdlstlpllnary approach to 1ssues that. is so 1mportant in
A_values eduaat;on (see Appendlx 5). And again, the 1éngth of “lessons of
§ .& study PETlOdS must be such that, yheh neaessary there arp Dppcrtunitiés
for’ the extended, uninterrupted treatment ‘of an issue (see Appendices i,‘

A

2, 3, and's). ! B .

el
-
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7. The Peward stfugturg af ths sgh@al aﬂd ths ggh@az system ShﬂuZd bg

#‘_sugh that ﬁgaghérs will be given grgdzt and not penalized professionally _
empZ%gtt manner. At - L

'fbr sngagzﬁg in values education in a systematic,

present 1n many sdhcals and school systems fields of study such as values * L

; a%é stlll’regarded ‘as "frills" and the teaghers who take them seriously é;*;

axe seen as b31ng 1355 serious teachers Thé teacher w1th narrow but .

: strcng 1nter§st5§and skills in hlstory; language, mathematacs, or 5c1ence
/

/1is stlll v1ewed§by many Péople as the paradlgm of the- "goad“ teacher and
heﬁbe as the apprppr;ate canéldate for pralse and promotion. Thxs 15 a 7

/ N cantlnulng Svmptom of our excess of emphaSLS on speﬁlallzatlon and ogr
It can be a

F Y oum

.“lack of SPPTEClatan of the importance of values 1nqu1ry
’majar abstaclx in the _way of 1mplemént1ﬂg sound values programs in the

4
E

. schccls . ,
- 8. The PeZatzonsﬁLp between the s&hool and the eommunzﬁy shauld be sueh

fﬁat'thé v Zusgssdueatz@n progfam of the sshoal LS asaeptsd qnd indeed - = - i

répnfbrcgi y the gsmmunzty The values education curticulum shouldabe
it should »

coa facus gf.cammunity (including parental) study and dlscu551on
*'as far as p0551ble be understood byethe comﬁunlty, ‘and it should haVE a B ;j
-broad base af suppart in -the communlty It. 15 dlfficuLt to make much ' K
’progIESS in values educa%lon in the schaol uniess s;m;iar prggreés is :"aifi
» ‘rb31ng made in the community. And of course a consldeTable degree of -, S
-;community support is needed-if. a- values program in_ ‘the SEhQOl is tc be E s
fea51ble at all. - L : N - : :
; The teacher and studént -should mdgk and iearn taggther. Dg;ng so, T
x*i quU1res that the teacher have kndwiedge of ‘and respect fﬁr-the needs and

interestd of thé‘studéﬁts The learning pracess should be an LntETaEthE ; =

'oné, ;n whlch the studénts are
and thE‘féacher is, w;lllng to learn from and w1th the students It doest

ngg ex;ludefthe p0551b111ty that Jon’ certaln matters e;ther the teacher .

_or a student may be wiser or moreeknowlédgeable than the athér.

10. The te tgacher 7 and’ studgﬂtgﬂshauldxhaue _the. undgrstandzﬂg; skzllsg aﬂd e
#flsarnzng matgrpals thgy need fbr tﬁeasffégtzu3 and gatzsfyzﬂg study of

. valuss mzthzﬂ the éOﬂSfraiﬂis of the school settzﬁg JBotﬂ part;es should’
have a sense of the broad objectives of the enterprlse.and.fhe broad : -
) approach that is to be taken Both should have an- opporfun;ty to: atqu;:e S

! b351z skllls of values teachlng/learnlng “‘And both: should have Iesourcé§

dn the whole, shared resources) at. thelr dlspgsal sugy that successful

Yoo 1n u;zy can fﬁceed and the burden of pre aration is not tao hea ‘Many ! f
-~ inqy P P ’} avy. :

. VR .

_~

.“-m
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Tea; ers, schoal admln ators parents aﬂd nther cammumlty members

"he present Qne), teachgr handbaaks bocks and art;cles ‘on. values edu
ion, parent aﬁd tea:her wn;kshaps, and 59 o wlll help increase that

"—rstandlng HEWEVET the 3tud§nt3=sbo 1 als £0 have an’ extensaveaunder= }

f;fﬁt standing of what 15 galng on and'why. - ‘fi{ e . e 1‘f[L:L

: N In the first place as a maiterﬁﬁf @Eﬁeral princlple, pecple 1n ‘,i;if T
;;11 our soc1ety shauld as’ far as p0551ble be knewledgeéblé and consentlng

:i » partlclpants in act1v1tles desigﬁed to mgdlfy thé;r 1deas, att;tudes and"‘

'—bEhEV;Qur Se:énd educatlaﬂal programs will net 1n genefal be successful

;;.{;, withaut the ;ﬁfgrmed cﬁaperat;an of those b31ng educated Thlld in the

case Df valu' ducatlcn, which has seldnm beensccndu;ted 1n an explic f -

and systematlt uanner in the public schoals student undexstandings are -
eﬁ;partlcularly 1mportant if students are to take ‘this. ''new subjggt"

ser;ausly Studspts as much as educaﬁnrs may be 1nc11ned ta see values .
as a !'friil,! not ‘worthy of sustalned attent;an._" o k
- Students should as far as pDSS;ble enter ;nto the - general schaal

'b_and cemmunriy dlalague on values educatlcn and galn the1r undé:standlﬂES\'

; 5 ﬂg valugs prabZéws ig usry zmpéftant fbr pé&plé. Mudh of llfe s
{f;ﬂ' 1gffaken up ‘with’ dgcldlng what we;want for . ourselves ’d others and what o

'ffg_ls gaad way to ach;eve it. Questicns of r;ght and wrcng eonduct and

Q

ERICi
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good and”iad behaV1gur are ‘one’ kind ‘of values qhestion and there are many

ol »'_athers; It "v§ry>1mportan;, then, that we be able to solve these problems
T welll . 7 o gfiig ; L . _7
5 ' 2;‘ Valuss i8 a mQJEP school subject. It may not always'be dealt with id -

' fa separate ceurses either beécause that is not the best way to deal w1th

]
i

) ~1t ﬂr because that has not been a tradition in our schools (and. tradltléns
 31& then d;ff;cult to, change). However, in this- school (or this class)-it
Q;w;ll be apploached ‘with +hor§ughn§ss and utmost sgrzausness because ef
its 1mpo:tansé S j w
i3‘ Vﬁlugs is a very difji&ult subject, at least as dlfflEult as science
. and mathemaéias On the one hand, it is.often difflcult to know how -to e

. go abqu solv;ng a values prgblem On the -other hand, even when we know

g

4. Usual Y there 18 not one rzght s@lutzgn but rathEI bette;far worse

W)
L

. o ,y}\ ]
'$a1utionsl Alsoy a g&ad se?utzan #br one person may nQtibe a gaad

s&Zutzan fbr aﬂ@thér pérsen. "In the school (or slass],afhen, we are not .

’right ‘answer for- everyone b ;
5. Ihé?a are' three main parts ta the Study af ualues. éé) ndlng out
‘r F

_‘what wé and others want in lle - what are our "fundamental human value% :
= (b) findlng out hnw ‘to achleve these values and (c) develgplng our
'_personalitles and aur way of llfe so that ve. do ach;eve these values

3—6._ Ieachefs dé not know aZZ/the QHSM§TS, but rather will work w1th _
3students 1£ a 301nt 1earn1ng endeavour In cgrtalﬂ prgblem areas hcw—

. fever, a tfacher or a student may have a hlgher degree of knowledge gr

,fff‘othérs in the élagg.r

:'wasdom ,
7. Tkg/teaékgr szZ make magjor znput Qf bnfbrmatzan and Ldéas znt§ the Tfi
class, 31ther dlrectly or indirectly (through 1earn1ng materlals 'ﬂlass

v 151tors, out of school act1v1t1e5 and 0 an) ThlS 15 1mportant to PR
Lox st ;mulate thaught and--learning. Hamgugr siudénts should feel f?éa fe f"ﬁ |
J!iéi;'dzsagréggkmadify zdéas, prapasg altgrnativgsg and. sa on. :

C Whélé a great many spgézfie Valués igsues aﬂd t@p@&s szZ bg studigd

'ﬁggs pgrt af the values pragram, the purpose of the. pragram 18 n@fmaﬂZy

't@ makg prﬂgréss mzﬁh these tapze, but aZs@ ta arrzvs at gengrﬁz vaZugs e S
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'V'Gne af the pre-cond;tions cf values educatlon is the ava;lablllty of
we have f@und agaln and again that

nan ava;lab;lity of adequate learnlng

1earn;ng materlgIS\ In our research.
'1n the 1n1t1$1 Stages at least the

'ég' Qf learnlng matérlals 1n a scacﬂl values eduaatlan program. It 13

understoad that ‘the. me? erlals in questlcn are: braadly of the fnrm to be

descr;bed 1n the next SECt;Qn CSECtlDﬂ 5) aﬁd are avallabie tﬂ bath L

»

teacher and students

the exerclse af arrlv;ng at a'A v

deta"ed formulatlcn of dlsausslan 1deas and questions defln;tlcns

oblemsg and act;v;tles can be useﬂ as- part=of a prﬂcess of

ERI
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ﬁfsﬁeﬁlﬂ'ie'the'teaching act itself: means should be sought to enable

tea:hers ‘to 1earn to .teach better as they teach. In\ the area of Values

edueatlen; where little systematle work has been done in the past
, in-service teacher Educatlon is particularly necessary - There-is a need - ;;
¢ . for learnlng materlals that 1ntraduee teachers to broad apprbaches to 7

values .and values educatlon help them mas.ter Certa;n teaching strategles,_

Learﬂtng meterzals geve a measure ef eenfideﬂee to teeehers in what
fbr many 16 a demandzﬁg new’ area. This is true in a slngle lesson where
the materials help "k;ck off" a discussion DT.&CthltY;;DI over tqu\
or three-year perlod.as a teacher acqulres abasic competence in the
- - area. The materlals may be V1ewed by the teacher as ‘meTely "somethlng
4" . to fall back en" w1th a particular topic or ‘a whole paogtam the teacher
| ‘may rather quiekly develop supplementary or alternatlve questlans,,ldeals
~examples, and reseurce materlals and eyen abandon the erlg;nal learnlng
-materlals entlrely. Indeed, this is teﬁge encouraged However, 1n our-
experlence w1th ut the eriginal materlals to fall back on, ‘most teachers
are _reluctant- even to begln the process ef teaehlng values ln a systematlc
' fashlon and developlng ‘their OWn approaehes and materlals Furthermere,
. - we have found/that teachers: nermally requlre a very eomprehen51Ve serlesa
of mater;als te give them the lnlt;al ‘boost. They are dlSlncllned to '
jlnvest time and energy in a new field eftlnqulry slmply on the basls of
! a few expér1menta1 materials and ‘model study untts They have to feel REU
- that, sﬁguld it preve neeessary, they w111 have ‘good learnlng mater1a1'= ! o
S at th/;r dlsppsal for ‘a whole year or ‘even for two or three years . '
';;f’?uﬁ4., Learnzng meterzels help provide a eemmen basis of edeas, emempZesg .
end znfbrmetean for greup ueZaes-eonZPy : Most public seheels .are '

‘::1,_f ganlsed into groups and the dee;slen te work in a fully 1nd1v1dual;aed . )

"}\\‘ manner rather than in groups is taken onlygunder speeial e;reumstanees

‘x!/and £or spec1f1c purpeses ~0n the whole, we 1n eur Pro;eet havel%fsumed
/.that values sheuld be studled in the. normal elass groups of the scheel
g } fzﬁlven the nature ef the subgeet magger ‘we feel that the advantages of-
./ group work lﬂ ‘the. area of values normally eutwelgh the disadvantages i .
/(;vb ~fIn a’ graup 1earn1ng sltuatlon " then, it is 1mportantathat 1earn1ng 'VX'. .

_5mater1als be-used to elghten ‘the eommenallty ef 1nterests ‘and experlenees LS

L.

the students brlng to the learnlng sess;ons of course, differences in"

-needs and’ outleeks should also be hlghllghted and dlfferent baekgrounds

e




bed, Buf'witﬁbut a basic core -

QE‘cammoavﬁndaratandinga and examples the group learning experiance may SR
“‘not be §ufficiaﬂt1y worth while to juatify ‘the timg invested in it. :

'vf“; o 5. Eaarnzng materzala help praﬂzda a: -gtructule for LAQULYY . - These days

1t is not-. always fash;onable to talk of he need for structura in education. e
Howaver we have faund that 1n the area of values, structure is seen as .
necessary by taachars and. students allka There is a sense that if a
conaldarabla amount of time is to be devatad to valuas in_ the achaol j
curriculum, it muat be«purauad in much the same way as. other subjects. ’
Teachers and atudents must sae EVldeﬂCe of intellectual challange-and’ ‘7‘ .

o ataady prograaa Eacause values is a subject about whlch everyona has. a
opinions, it is easy for students to sense thatéthere is nothlng new v - *?g
baiﬁg;aaid . Acaordlngly, it 1% important- to devalop a ralatlvaly ‘
structured approach which makes poaalble ‘both the appearance and- tha
raallty of genulna prograss ' o ' o o f%

T E;' Learning mataraala that. are’ aharad by the taaehar and atudaﬂta_prauzda -

‘; concrete verbalizations and Lmagea which atudaﬂta have in front of them

to help maLntaLn thazr Lntareat aﬂd attentzon Th;s presupposaa Df aauraa;
:

l

,,,,,, -

excaas of PTlnt and graphla matarlal _or 1napproprlate materlal aan/1

-. - fact lowar 1ntareat and discourage attentlon - R SR ]' e
Baarﬂzng materials that are aharad by the taaahar and atudanta help ’

' ivgy Pazﬂfbpae tha praﬂazpla af teaahar and students Zearﬂzng tOQathaf.,They

dlacouraga undua -student reliance ‘on the’ taachar S v1aw5 and give a'aenaa
of working togather on common prablams Tha matarlals arégtha propérty . ‘:
of . tha claas (1nalud1ng the: teaahar) and may be cr1t1c1zad modlfied -
aupplemantad or set aside aa‘Iha claaa mambera, as 1nd1v1dua15 or 35&? EV{
‘ group, daclde.f : =ﬁ\‘\‘i : S o “{':"-% .
1~$S. Laarnzng mdtafzaia can serve as a fbéua fbr tha dzaauaazon af values

adﬁaatzan and zﬂdaed fbr partzezp&tzan in values aduaatian (béth as
taaehaf and as, learner) by parents and ather ﬁambara of :the §a7muﬂzty

In. the attempt to astabllsh Ealatlonshlps batwaan schoél and :ommunlty

T canduciva to values aducatlan, laarnlng mate 5. can be usa? to haLp

. make clear the nature of tha valuaa aducatlaﬁ prisgram and st mulata

e :‘jcommunlty w ﬁe refleatlan on tha valuas Lssuas raisad and j?a aduaat;onal

appraachaa balng amployad

= ¢ =, R

-,




TheNatureofLeernmg Materials =~ . R

R

‘In thls seetlen we eutllne the meln feeturee of whet wé‘ as a result of
S our. theoretleel and emplrleel etuglee have come to regerd as des;reb -
1eern1ng materlels.YWe de not wish to claim, hewever, that. onIy leernlng
should be several ser;ee of eoundly develeped meterlale eva;lable to
teaehers s thet they ere able to choose: from emenget§§1ternet1ve eerlee .
er elternet;ve treetmeﬁte of the same issue or tople : SRR

~The features of leerning meterlels listed: helow erie eeQere%ea into _ ‘5 k
eentent feetures, format. feeturee and eppreaeh feeturee, eltheugh;it

~is. obvious that these. dlstlnetlene are. eomewhet arbitery Almost every

. feature mentlened hesﬂe .content dlmenelen formet dimension, . and an* " .
' appreaeh dimension. The differences between them ere lergely onee ef o i
B . N ' T
emphee o ] o r' - -aj ] [

(eﬂ Cbntent Feetureef . ‘ . ,

1. FTem thewearlzeet gradES matereale sheuZd dram attente@n te "key
,:-szae" Eﬂd "key queetzeﬂe"‘ to general prepeezteeneg prenezplea, LseueSQ A
*i§'3 and EBﬁééPtE.AThls is eseentlel 1£ etudente ere:te draw generel eene1u51ens “

“*

end

dl tEticn, have e eenee ng'pregreee, and’ mein%ein eene1etent 1ntereet in
the valuee pregrem It is eften assumed thet only. eenerete materiele
eepture the 1ntereet of yeunger seheel eh;ldren Dnthe ebntrery; however,,f,éu'

At tke same teme; however, materzale eheuld pPQULde a. muthpZeeety
L,
_ ef‘epeemfie ezamplee related to"the key edéae eﬁd queeteene. The exemples
- whleh w;ll quiekly be supplemented Cer even repleeed)fby ones eupplled '

) i . - . B B _
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ithls pattern will change as a result of cultur 1

S0 farthTfAs Oné_movés

by the teacher and the students, enab%e students. to understand fand’ draw

conclusions about the general_ideas and.questions and also provide them

with an opportunity to deal with their specific values problems. By/

eneral and the specifi:, students

alternating back and forth bsiween ‘the

can attain the objectives of the values\iducatlcn program: to achleve

_ long=-term prgblem solving capabllity and\ to deal with 1mportant current-

life problems. . o - ,/’ .

7

;3. The example presented in the matgrzals shauld n@rmally bg "elose to

home." This is true even for senior high school Students _whose~1nterests

on the whole Temain remarkably local. Perhaps at s,me point in the future

5 1ft5 or changes in! the

school ‘curriculum, but at present 1t¢a5 negfs

to home examples if values education in the SChoa,-
o

' and'usefﬁl’fo'stuﬂénts CIt might be noted in pa551ng that this canclu i
‘would 133& to a modlflcatlon of many-of* the suggestlons made -in Beck! 5'

Moral Edhaatz&n Lﬂ the Seha@ls with respect to topics for students between

the~ages of‘14-and 18.-The topics, in many cases, are.too remote from ‘the

-students' interests and experience. ) It is important, however, to
P mp

dlstlngu15h between hav1ng 1@;31 interests and belng unsophlstlaated in

“one' approach to values issues. The members of aur FTOjECt have: been

constantly surpr;sed and pleased by the high level of sophlstlcatlon

' exhlblted by Students dealing with values quaéglgns desplte the relatively
~narraw scape of th51r values EonCETﬁS. This wﬁuld suggest that significant

‘general PIlﬂElplES could be arrlved .at by students dlscuss;ng local ;

materlal, and thatﬁthase pr1nc1p1g5 could later bé adapted to more. remote

subject matter As the scopé?gf their 1nterest5 broadens. One thing 15

- clear: one shouid not attempt to use values educatlon to make up 51ngle=

handedly the deficit in breadth of- cultural 1nterests resultlng from

1nadequate educatlon in other areas such as history, SQCIal studles, and
'1;teraturei’If one does, one will fail both in values educatlon and in.

'broadenlng the scope of the students‘ interests. . ':§ 'f _ SN

4.. Mﬁtsrzals should have a Eﬂﬂtéﬂt that leads .to the braadéﬁLﬁg of -

fc@ﬂggpts.'The ideas, qu,,tlons examples, and act;v1t1e5 chosen should

be such as to Entend the students ' cnnceptlcns of leEHdShlp, famlly,

helplng other people hurting other peaplé work IE15ure health, and

~away.-- “from. narrow steréotypes of these and thé

"hundreds of other coneepts examlned in values 1nqu;ry,-one is in a better

p351t10n to see the connectlons ‘between different- phen@mena and to under—%

i‘stand how certa;n géneral pr;nc1ples apply to these phenomena .

!
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5. %ram.t§s»eafiiést_gradés,‘matérials should give a major place to
values theory. This is already imﬁ;icit in the notion of attending to
generalapriﬁciples, iséues;.gﬂd Eoncepts, Students should be ﬁeveloping;
;u@ulatively; a set of interconnected ideas about the natureiof values.
fn the“earlier grades attention to values theory may not take the form
Gf expllclt statements or questlnns in the materials, However, broad

' issues about the nature of values should be at 1east implicit in the
materials so that ghe students are made to confront them and adopt certain

o broad approaches to them. ' | i .
6. Materials should deal mifh both content issues and process issues.
Dnce again, the objectlve of the values education program that the
materials serve is both to. help with specific, substantive problems and
‘¢ o 'develop skills-that can be used over a life-time. Further, it is
} impossibléato acqﬁire skills except in the context of dealing with specific
| cantent Accordingly, the general- 1deas and questions and the particular

|

7 examples and activities should relate 1mp1;c1t1y or -explicitly, both to
rthg ‘substance of values problems and to the pracesses of solving them.
7. Materials should contain a consiterable amount of fglgvant fﬁétual
iznfbrmatzen together wzth references -to fﬁrther sources of information
and ideas about the tangs and issues in questtan. This increases the
potentlal of the.materials b61ng used in- promotlﬁg ‘sound Values 1n51ght,"

dem@nstrates to_studénts that values 15 a ser1éus inquiry whleh takes'

due aczountfof fﬁcts emph351;e5 the open endsd nature of values inquiry,

and prav;das teachers and students with a $eady means of, supplementlng 7

"the learnlng matérlals prov;ded S o

8. Mﬁtérzals shéuld affér a wide .rdange of Zgafniﬂg and ﬁEPZLEdttaﬁ o

Qét1U1t1§S Iél&ted to the tap;cs and issues undér cons;deratlon Act1v1t1§§:

1ncrease the interest gf a values education progranm, partlcularly for: .

" . youﬂger students, enable students to galn new perspectives on’ problems |

2 and prQV1de ‘the opportunlty for students to apply their 1n51ghts and

sEills in action, é@ntexts Tt is ‘important to note, however, that the™

act1V1ties must beldeveloped in the light of the ganstra;mtg of the scheol

SEtting It is narmarly a mlstake, for example to attEmpt ‘to 51mu1ate ;

the schc@l (unless the s;mulat;on 1sjdone in very broad outllne, to ald,
" discussion of that type of experience). The activities should normally
take the form of participation in experiences that can take ﬁlaceiih-the

school or the following of ﬁfccedure; for broadening the sgopé and

ST P
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enhaﬂ:1ng the quallty nf“classroom reflection and dlSCU sion (e g5, maklng
a list, thlnklng of a time, engaging in small-group discussion).

9. Materiale 'should encourage an\gmstzanal and attitudinal response ta
the topics and issues under consideration. Again, this must be kept

within the 1iﬁits imposed by the sghool situation. But students can.and
should be encouraged to experience, express, and discuss their feelings
with respect to various values matters. In prazticé; this usually happens
rather naturally since there are very few close to home values matters
that do not give rise to emotion (see Appendix 1). However, the materials
should make specific provision for the affective component in the values
education process. '

(b) Format Features

10. Materials should be prepared for eazh grade level and designated

ag such, Thi s-is important if the materials are to be usable in the’
school system: tedchers must have assurance that the materiéls they plan

to use have not been used with some or all of their students at an

earlier grade level. Lack of such assurance is a serious practical

obstacle to the use of isolated values series, packages, and kits that
do not have a specific grade,desigﬁatiOn; Of courses assigning materials
to 'a partict'ir grade level does not mean they would be suitable only

for use at it level. Good grade 2 or 3 materials, for example, could

be used to . itage anywhere from grade 1 through to grades 9 or 10 C%ge”';

Appendlces 2 a1. 4). Further, our advocécysof grade designation does not

“imply general support for sharp grade level dlStlﬂCthﬂS. The rationale

' is simply the pqgctlcalg organizational one that teachers should know

what materials students have and have ﬁot‘beEnEexposed to at other
grade levels. ” v
11, Certain fundamental issues and problems should be revisited year

”h:after year, and others: gugry two, three, or four years (thg fﬁmZZIﬂP

"spiral curriculum”). This is necessary because most 1mportant values

'questlons cannot be dealt with once and for all. However, in most cases

the question should bg revisited under a different topic headzng or in

‘a somewhat different @Qﬂtéxt so that students do not have the sense of

repetltlon or "gclng round 1n c1rcles”. Unfurtunatély, the natlon that

 topics are finished once and for all is. so deeply ingrained in our .school

t:r‘aril;tz,orrZ that many stddents have’ a strong distaste for rev;51t1ng ‘the

same topic. One should attempt gradually to Dvgrcame the pregudlge

22




12, ‘Within a particular grade level, materials should be divided into”
i muny t@pzcs and sub-topics. This. makes the material more-manageable for
) téachers and helps Students maintain interest and gdin a Sense of, progress
(again the PrEjudlEE in favour of . caverlng new toplcs] Further, ‘it does
- éﬁﬁ'as;ze the p01nt that there areé’ 1nd§ed many different aspects to a
, general tOplE or theme ) o T ‘.
?, 13 éiﬂéﬂ the .present statg of the art, it m&uld seem advieable to pPép&Pe
suffzezent materials ‘at each grade stel bat.h for at Zeast a full ysar 's -
- course in values and, in units which can be separated into*smalleér ‘
-groupings or used in relative isolation from each other, integrated into .
father school subiects While wéeiﬁ the Project tend to favc:)ur having =
B separate valu&s courses as a major aspect of "a total valges pr@gram, we
R (see Appendlﬁgs 3 and 5) and would strongly recommend that even where _ F;:%;
Séparate courses exist there shoudld also be extensive integrated and ;P\ng '
" - "incidental” study of valugg within the context of other school. SubjEEtS
and act1v1tles (see section 9 below) Acﬁardlngly,:lt is important that
F'the farmat af the 1earn1ﬂg matarlals should not limit them to a partlcular
use Dur experlen:e would suggest that it is ent;reiy possible :
develcp good learningymaterials that “may be used for either a separate

course or the lntegrated study of values or both Csee the Values.Ser;es

- . ¥ - - -

in Appendlx 1). | . . e . . t sg%;
‘ 14, Thg bqu of the matefzaz pfgpared for each gradé Zguéi shauld have - - .
o a fbrmat su&h that it is suitable for ggﬂgfal distribution to the gl&ss. B

':-The teacher's handbook should be rélatlvely 51im by :gmparlsﬂn The
f,Iearﬂing materlals shauld be addressed to students as well as the teagher
i and p:esented as a common work1ng document for the class ‘The teacher s -
. handbaak would 1nc1ude that smaller ‘range .of. comments that for same
- Teason cannot or should not be addressed to the class as a whale,v
15. The vocabulary employed in materials fbr a particular gradé Zévsl
. should be appr@przate to that- grade level. Where it is found essentlal
»* to usera;ward that would normally be too difficult for many students at
—vthe grade lével in questlon the word should be introduced as a part;culsle ’ 1:i
%f 1mpartant one aﬁdﬁgts mean;ng exﬁﬁalned and 111u5trated 4in a number of ) :
i - dlfferent ways' It may be adv;sable partlgularly at the earlier grade o L;;%} .
h levels, to. include a 1ist of 51gn;f1:ant words employed in éagh un;t for el
use in spelling or vocabulary Teview, . .
16 Mﬁtériais should 1n part take the fbfm af m&rkba@ks in which studénts

= : . ) - - = S ) b
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. may ‘record their thoughts on .cértain matters or their responses to certailn

& activities of the kind '"think of a time " "pake a list,' ''what will you e
" do when," and SD on. As well as a5515t1ng the day- to-day Qrganlzatlan of .
N, the values program the workbook format provides students with a tangibie
:ecgrd-gf‘pfogrgss, makes them more awa%é of the cumulative nature of ther
,inqﬁiry, and stresses -the fact that 1nqu1ry 1nto valués has substance |

Ejust 1;ke other subjects) and demands work Csee Appendlx 1).
)17 Materials shauld be wfzften eggnﬂmzeally§;m1thaut excess vérbzageg

and should be. spread out to proyzdé space for notes and to indicate “
'vzsually .the Pélﬁﬁiﬂé 1mporfaﬂeg af various issygs, examples, and

activities. As far as p@sslblé the Zay@uf should refilect - the sense and

° the m§u2meﬂt of the matgrlals For example, 1f one wants. to sugr

est the
;ﬁterconnect1ons of componentS'iﬂ a- concept one shouldvgresent t'e_ '
‘Qomponents scattered over the page ratherethan serially .in a llst. i K\:
) 18 Materials shouid be vig uaZZy stimulatzﬂg and attraétzug. ‘In addition , !*;
to layout, graphlc materlal can be employed both to set the general tone’
ksub tDplGS oo . (f _ . .
19. Mﬁtsrials shauld ke use of different. media. To some éxtent variations
" An'media can be 1ncorporated 1nto the workbooks themselves "In addition'~
however reference can be made in the workbooks to materlals avallable in
, other medla,awhether they are supplled as part of the class mater;als or
-not. The materlal 1n the workbooks can then—be tled in with: n0n -print
materials to a greater or lésser extent, dependlng onsthe availablllty

- of those materlals. Once again it is essential to be practical in thiS

. regard* it is pbiﬂtlESs!tO tie class materials to mon-print materlals

which few teachers will 1n fact be able to abtaln (although one mlght
ment;cn ths non- PIint materlals in a 1;5t of posszbls suppléméntary
IESources)i . . : -

2 (el Approagh FEaturgs : N 5 o BRI

20. Materials' should gmbody fhe PéfZéEtLUé approagh to values g&usatzaﬂg

that 15 (a) the constant refining of fundamental. human ‘values, (b) the. ~

IEfléCtan on specific and 1ntermedlate range values in the light of —
" fundamental valuég‘ ‘and (c) the constant press;ng of the "why" questlan - .
‘back to: fundamental, valugs The materlals Should be d&velopéd in such - 1f f

1

i ‘a way that the teacher and students receive. every encouragemént and - .,
' 35515tance in applylng the refléctlve approach to partlculat.prablems

+ ‘and to values in geueral Although not” Every un;t or sub unlt need embodx

'55§ : : 24:




b -'the TEfléCtiHé apprbach it'should permeaté'the materials as a whole. .
and ideas on ths one hand, gﬂd‘a HQHEdeﬁQﬁ%&; n&nazndbgtrlﬂatzve apgr&a§%

to the resolution of issues on the other, Students should, with the aid
of the maﬁerials; be exposed to many ideas and argumeﬁts but -should not

have conclus;onslzmpased upon ‘them. We have argued elsewhere at length

(see, for example, Beck's Moral Edueatzaﬂ in  the Sehaals, PP 17-19, aﬂd

his Edugatzanal Philosophy and Theari, pp 190-193) that. thl ébmewhai
paradaxical approach to the problem of 1nput and indoctrination is : N p
LEﬁt;IEly feasible. Indeed, we have argued that major input of 1nformation-'
and 1deas on values matters is an essentlal step in the’ process of ove:=
;coming the 1ndoctr1natlon that students are subjected to on a daily basis. .
The mﬁterlals_ then, shauld bé such that they provide constant- éncgurage-'
ment and assistance to students in arriving at ghalr own conclu51ons, '

) utlllzing all the resources available to them. g .

22, Mﬁtérialg should be ehqraatgrLSEd by a baZaﬁee between suspension e
Qf.ggdgmént and commitment, betlieen operness and closure. Vilues inquity
" in the présént century has been constantly pulled by two opposing and
extreme approaches: that of unreflective, &ngétic commitment to one's
values, on the one hand, and that of general values scepticism, on the
other. Dur v1ew is that a great many values including- many tradltlonal
‘_moral values can be held with-a reasgnable degree of confldence, but
that all values should over a period of time, be opened up to systemat1c=‘ 4

— 7-,refle:t10n W;tHbut commitment, 11fe would cease but. w1thaut constant,

i systematlt IEflECflOﬂ life has many hlghly und251rable characterlstlcs
This . coacetn for a balance between openness and commitment should be
reflected in the manner, in which materiéls are presented. At many points
=gzertain’ values will for practlcal Purposes be taken as glven, ‘those of -
;chool friendship; work, for example But at other points students will =~

: lbe challenged to weigh the arguments for and agalnst these values and .
ﬁertalnly to con51der qualifying th ir commitment to these values in
significant respects. . , ‘ : ¥ ’

-23 Matgrzals should encourage an appr@ash to valués thﬁﬁ rgeagﬂzsss
qa;_.' how Eamplsm valuss. tesues are - that there is rarély a “pight! salutzéﬁ_
‘ Vf to a values problem but’ rather many tter or worse solutions, that .

: ualugs altgrﬁ&tzues are Séldam black and mhzté, .all or nathzng Therefﬁre;A‘V

the 1deas, examples "information, and activities presented in the

matérlals should constantly brlng out the camplexlty of the values issues




and problems under congideration.-Further, one‘should avoid approaches |
¢ 4 7
i

and techniques that encourage a simplistic outlook
24. Mﬁtsrmgls should balance idedlism and sentzmgntalzty MLth realism. ,
alues ;deals \/
[

gic encaurage P
; !" B

There has been a tendency in modern Western society to take v
in particular,

——

S
to an extrem& (in thought, not in action) and,
chlldren and youth to adopt a strongly idealistic and SenilmEﬁtal approazh
b

g "~ to v&lues. This has not been to the advantage of our culture ozsof our
young people The net- résult of* the attempt to keep them lnnacent has‘

,,,,,, . ;;

Ieallstlcally and satlsfactgrlly and to 1n;t;ate;£hem into our own system:

+, of hypocrisy. Through the presentat;on of appropriate 1ﬂfo:mation, ideas ,*
and examples, values materials=can be used to put values issues in a more [
reallstlc light, make students more aware of the trade-offs that are j
nécessary 1n values situations, and hence place their valuing on a solid /

ootlng that W111 enable them to make the mggt of what W111 always be a
B /"

\ f
L
+ limited human cond;t;on. .
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In Year é eter;als developed speelfieell§ for the refleetive approeeh
were available for grede 2 on the fbllow1ng topics: Friends; Helpiﬁg
there, Hurting Dthers Famlly! Children: in the Fem;ly, and Myeelf end
ther Peeple. (Fer semplee of these meter1els,~ea11ed ‘the Values Series,
see Append;x 1 of thle report.),
~In addition 1mprovieat1en took place at the glede 7, 10. and 13
1eVe15 using verleus fregmente ‘of meterlels (see Appendices 2, 4, end 5)

Ih these eaees however, the teeehers 1ﬁve1ved were Pregeet members

experieneed in the reflective eppreeeh and ‘were able to go well beyond

the. materials in eenduetlng classes. The follew1ng notes refer iny to

the six grede 2 unlts, the Velues Series.

—1, ‘The, Values Ser;ee un;te are 1neemp1ete in terms of the criteria for

~ sound leern;ng meterlele Juet outlined in Seetlon 5. The grephie material

. 15 not extensive enough. The layout requlres more refinement The quallty

ef the prlnt;ng is typleel of “experimental, duplicated mater;ele Further

1nfermat1en ‘and activity-sections need to be ‘added to each. unlt eleng
5 ..
with e resource and reference sedtion and a veeabulery 115t Preduetlen

I

of meteriele was not part of the researeh eontraet and resources were s;mply

not eva;leble to develop a complete, polished” version. of the series.

2 Nevertheless, a careful exeminetion of .the Veluee Series reveele thet —

‘
i
‘

mest of the other fundamental requlremente of values 1eern1ng meteriele

care and’ eeonemy to be max;melly ueeble {; 1mp1ement1ng the refleetlve

£

eppreeeh

"3, In u51ng the Values Series, the follew;ng polnts ehould be kept 1n

-

?mind by the teaeher.» i . : .

Ce) The teacher may pick endeheeee from ameng the seetlons in a unit

i




and fiqmaamang the elements w;th;n a sectloni Teachers and classes vary
in thelr interests and needs and in what they caﬁ handle

"(b) The order of the unlts and: of the ‘sections w1th;n a unit may be
"changed as the teacher sees fit. There is seldom a partlzularly strong
logical. order in the materials, and the teacher may be aware of .
-psychnloglcal and other factgrs pecullar to the class that are aver—
rléing with respeet to order of progre551an through the materlals.

(c) Instructlons of the k;nd "make a list" are meant ta leave. 0] eﬁ the
P

"

question whéther the writing is done by the: Etudents 1n their. warkbooks
" - or by the. teac&er ‘on'a boarﬂ or whether any wrltlng is done at all.
Considerations such as the wrltlng ablllty of the students .and the time
available on a partlcular occasion. should be welghed in dEEldlng how to
proceed w1th activities of this kind. ’ : -
(d) When key ideas, key questions, aﬁd s0 fo th generate llttle or no
7dlscu551an the teacher .should pass qulckly to related examples and
aEth1tlES. The general formulatlan will have ‘served a purpose in draw1ng
‘attention to the fact-that there is a geﬁeralfissue involved; and the

teacher can, if appropriate,- return to it at a later pgiﬁf infthé:discussiong
Ce)’After the teacher and class have bécbme“familiar&with ‘the wvarious ?
kinds of activity prcpmsed'in the mateﬁialsj these kiﬂdé of ac%ivity St
 can be used at ther palnts than those speC1f1ed For example, students
may ''‘make a 115t" or’ "thlnk of a tlme" or "say what you would dc" when
v.gnly a qgestlon ‘appears ‘in the materials. '

Cf) Instructions-such as '"think of a time" and ”th;nk of an example"
generally mean that each stuaent shOuld contribute to a general pooling
of examples resultlng perhaps in a 115t on the board. The teacher may,
however, wish to have the class con;entrate on one example or ea:h

student concentrate in prlvate on his or her own example. Instructlons such
as ''think of times' or “think of examples" suggest more strongly ‘the .
_rapid generation by the class of many examples ‘

Cg)xIﬁ general, the PDlnt of the Values Series is to prov;de a concrete '

", illustration of an appr@agh to values education. Dnce thls approach is

:gr&spéd teachers should feel free to supplement, modify, and even abandon
_the activities pIQVldEd and Proceed in accordance with their general
experlen:e of what is 1nterest1ng, stimulating, and helpful to students

~at the grade ‘level in questlan

"¢ . .
i = e,




e teachlng and learning activities:

Teachmg and Le;ammg Activities . .

,:F 'T-. - y ) _ T

i . * . c
L 3

;Whilé in, our view the avallablllty of good 1eafn1ng materlals is of .
r!cruclal practical 1mpgztance for 'values education n@w and in the faresee=‘
'able future materlals are gﬁiy a means of setting in mgglan teachlng i
1earn1ng materlals, In this Sezt;on, weé -develop-a list of maggr act;v;tles -
that are appropr;ate for 1nclu5;@n in a reflective appraach to values
education. (Not all of them, QbVlously, will be found in a single values
'educafion 1esson ) We hope thls list will help teachers av01d losing .
?31ght of the wood among the multltude of trees in a valuES education
'program If, hawever .one seﬁses that the wood is too abstract one
shauld return at least tempczar;ly to the trees. . ’ .
¥ There is a large set gf activities in which a teacher must constantly
be engaged in grder to .ensure, as far as pgs¢1ble, that the condlt;gns
desgr;bed in sectlon 2 abtaln in the ﬁlassroam and ‘the school. The word
‘repart to refer to th;ngs done, in_ the clagsroom over and. above the .

, simple dlscu551an of 155ues aﬂd examples éiwever, d;scuss:an is also a.
kind. of act1v1ty and in this section for ‘convenience we cons;der a. braad
range of teachlng and 1earn1ng activities including dlscu5510n.f '

3

. A reflective values- educatlon program normally 1ncludes the followin g

i H
3

(g) Context and Iﬂt?@dﬂﬂﬁi@ﬂ o ‘
1. Explaln and dlscuss the abjéctlves and understand;ngs of the values
program and the role of jthe learning materials being used. ' )
Zii,Réview and reexahiﬂg_aspects of fundamentélrhuman vaiﬁes (or ultimate’
llfe gaals) ) E ' . ( o . - L

3. Intrpduce the toplc in hand in a clear st 1mu1at1ng manner.




¥

‘4.7 Summarlze relevant earller discussions and conclusions.

. (é) Génsral Przﬂczpléa
-' " Find and discuss a prlnc;ple Cissue idea). crucial to the topic in
n&nd (e.g s hapglness is good; it is important to havefrules people :
,shnuhd be treatedaequally, the pollutlon level shauld be reduced)
‘6 : Dlscuss the meaning of the prl321p1e _
‘ 7. -Fiﬁd and discuSE examples of the app cation of. the princlple.
:Sf Press reasons for embrac1ng the prlnC1ple back to’ fundamental human’
ialues. REjECt reasons/(and prlnclples) that dc nct survive the "why"
¢ question test. ﬁ\y .1
9. Flnd -and dlsgaés

!daes not hold. (This

T ’:ﬂ" -rL

lps Ieflne the meaning of principle 5;)
o f

(e) Ib%zés, PT@bZemsé Casss - _

".'10. Find- and-dlscuss principles, issues, problemg?’examples analog 's to
"the ones in hand. v . & o 7 1
11 Thlnk hat y@u would and/or should do feel “say with respeéf to the

! top;c ar sub toplc in hand, Why? (éress the reasons back to fundamental '
T3

12 “Think what speclflc perscn P would and/or should do, feél,>5ay;

- ~ Why? Discuss. _ )

13, Act_out.what you would' do, feel, say. Discuss.
4. Ac* out what—P-WOuldfdo feel, say. Discuss. ;7 T.
15. Try out what you should do, feel, say (where possible). Discuss.
p :

5. Relate the topic and pr;nclpleCSJ to turrent happenings

P

17. Relate-th@ topic andaprlnciple(s) to histor cal eventsgind situations .
18. Relaﬁ%lthe topic aﬁd>prin§ipleCs) to storles, l}terature films. '
"19. Relate the topic and principle(é}}tg popular?sayings,fsongs;*
20. Throughout, _fi;ﬂd and discuss information relevant to-the t;)PiCS; .
sub-topics, and principlééii ‘

<i. Etc., etc. o L -

It-should be noted that at most stages in a values class several

i erthese aotivities will be going on at the same time.




8 Tochersiits

.and specifically.

.

’The f6110w1ng are skllls 1mportant for reflectlve values edﬁcatlan that

shuuld be pursued in pre- serv1se and in- service teacher education programs

‘and individual teacher selfadevelopment. It should be stressed that in

values educatlon as in other flelds of education .good teachers vary

" widely in what they are best at: not all teachers need have the same

skills in the same degree. Students are assisted in differént'wéys bj‘

different teachers.. Nevertheless, a teacher should attempt to attain the

‘:ap321ty to:

1. Gzasp the nature of values issues, both genézally and SPeclflcally _
2. Detezm;ne what-is ultimately valuable in life, for oneself and others.

3. Asse s specific and medium rangexvalues in thg,l;ght of uit;mata life

~values, for oneself and others.

4. Help students learn what is the nature of values 155ues both generally"

—

L

© 5. Heip students learn how to solyé values problems, both general and

specific, both’'in theory and in practice.
6. Develcp a relationship Df mutual trust undezstandlng,xconcern and

. réspect between oneself and one's students.

7. Help students develop a good IelatlDﬂShlp W1th each other, of a kind

condu31ve to valués development.

8. “Exhibit in one's own -personal and profe551anal 11fe a sound approach

5

to valdes issues, b@th genera1 and specific.

9. Help'establ}sh in the classroom. and the school an orgaﬂizatlcn and

atmaspheré suppartlve of a reflective values education program.

10+ Help students relate the values: educatlor program to Dther subjects

jand activities of the schonl
11, Work with parents and other zommunlty members in- promctlng refleztlve

education in both the s¢hool and the community. i

131
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L 12. Wark and 1earn together W1th students in an 1nteract1ve non=

1ndoctr;nat1ve values educatlon Progranm. ‘ - ) -
13. Specifically, arrange for substantial input of information and ideas
into the class from teacheér, student, and other sources;_while‘ensuringx "?ﬁ
" that students have gqnuine!fzeedom‘to disagree,-modify ideds, and propose
.alternatives. - ‘ j' -
14, Communicate to students approprlaée understandlngs about the values
education program. A ; ¢ ' .
15. Dlscrlmlnate between better and worse learnlng materials and establish
an ‘appropriate balance in.the class;between dependence and independence
- W1th respect to ‘the learning materials- be1ng used. _ .
16 Relate the tOplC in hand to underlylngxge eral 1deas and issues.
17— Explaln and arouse 1nterest in general va?ues ideas and 155 les. ,
18. Select from among the specific examples prov1ded in learnlng materlals

“ and génerate additional examples that w%il interest the Students clarlfy

+

general printlples, and broaden LOnEeptE . - A

19, Alternate constantly between gengral principles and SPECIflc examples o

t

“ 20, Press the Wiy questlon ‘back further and further to the most

'-app%oprlate stopping place’for a glven lesson or Etudent

21. Judge when to‘bring in’ varlaus learning activities "to make the 1earn1ng

process more enjoyable and productive.
22. .Implement various teachlng and/learnlng activities.- : L

23, Stimulate an’ approprlate level and type of emotlmnal 1nva1vement on

ﬁ;

the part of studernits A

24. Judge the level of sincerity of a discussion and use techniques that .Aﬁ

1

help students be apprmprlately honest.and realistic abcut their values

" and behav1cur : #

25. Make relevant information évailable at an appfapfiate point- in the "3
inquiry and in such a manner that ‘students seé its relevance. . )
26, Malntaln an approprlate balance between openness and commltment in
one's own values and in classroom discussion and activities.

-27. Inject examples and,analogles into the discussion that show the

» ~ complexity of the issues.’ . .
28. Inject examples and ahalogies into the discussion that help students - .-

= malntaln an apprapr;ate "balance ‘between idealism and real;sm.

i

29 Introduce values topics in an interesting and stlmulatlng manner.
30. Summarize relevant outcomes of earlier values classes. ' P “
31. Recognize natural breaks in the treatment of a topic and bring a

1 . B . -

_,£;€3 k o _ ’ o R
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lesson:to a satisfactory conclusion, with whatever review, summary, OT
projection toward future lessons may be appropriate. R
32, Judge how Iﬂng;tg'sﬁend on a Pézﬁicgla: tapié or a particular lesson,
depending on the nature and importance of the topic, the nature of the ~
students, the mood of the students on a particular day, other material to
be covered in the schoal day, and so on. 7 ‘
va1ously thls list is not exhaustive. Bécause of its considerable
. 1ength however, it may be intimidating. The main ‘value of the list is
as a checklist for use in either assessing or maklng 1ncremental changes
to a teachef educatlan program It is unlikely that one could systematlcally.
pursue all Pf these teacher skills in a single teazher eduﬂatlcn program,—~ '
" One would normally be better advised to concsntrate on a selection of -

these skills and take reallstlg steps to achieve them.

Tad
L]




-9, Values Education in the Total School Program

Ih prev;aus publl:ations and reparts we have commented on the place of

" the values educatlon program-in the total school currlculum Csee for

J

courses.

example, Moral Education in the Schools, pp. 1- e‘ and The Reflective

ﬁppréagh in. Values Education, pp. 11- 14) Our poSlleﬂ on thisg matter

.has shifted ﬁamewhat as we have observed more glosely the process of

1ntrcduc1ng an explicit, systematic progfam of values. educatloﬂ lntc ‘a

school. _

It has become clear that one must distinguish between three
approaches. to values education in the schools: the incidental approach,
the 1ntegrated approach, and the. separate course approach. Further, one
must 1n515t that the three appr@aehgs are entirely compatible wzth one .
anéthgr ﬁﬂd should be undertaken concurrently. Indeed, the work "done
under each approach complements and assists the work done under the others;

The 1ncldental approach is one that has been employed since formal

,brlefly, on values issues as they arise incidentally [§g;;denta11y) in the

course of teaching other subjects or running the school. The integrated

xapproash is‘more explicit, systematic, and planned but does not involve -
__establishlng separaie courses in values. Individual hnits or series of
units on Value$ ‘topics are built into existing school courses within the

limitations-imposed by the content and methodology of those courses.

Separate courses in values may be taught on a full year or single term

.basis;~They may be related to other school courses in the way that, say,

geography is related to history and history to‘literature when these

courses are téught‘hellg and equally they have as much autonomy as other

The integrated approach, while it may be more ideal in some sense,

d
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than the separate course approach, is rather impractical at the present
time. Without separate courses in values, values education is usually not
taken seriously enough as a field of inquiry by either teachers or students,
and the reward structure is difficult to establish. Further, without
“separate courses both teachers and students have great difficulty acquiring
- the 1nterest theory, skllls and confidence required to deal with galues
. adequately on an 1ntegrated basis. Our research in 1976-77 has certéinly
s appréa:h to values educatlon if the ;ondltlons are suitable Csee especlally
Appendices 3 and 5), but a series of case studies since 1972-73 has
demonstrated that suitable conditions for it are very difficult to attain.
] The 1n§1dental approach is extremely important within the total
structure of values education: much of the detailed out- worklng of ideas o
and solutions tgkes place through it. It is also an inevitable element
in any public school situation: teachers always make known their views,
either implicitly or ‘explicitly, on values issues as they arise. However,
values is far too important, extensive, and difficult a field to be left
to the incidental approaéh alone. If the integrated approach cannot take
significant hold in a school without %eparaté courses in values, the
incidgntal approdach certainly cannot do so. Incidental values ''teaching'
does not happen often enough, and when it does happen it tgb,frequently
takes the form of superficial moralizing: teachers lack the background
and confidence to explore in depth the arguments and evidence for and
against the views they are expressing. ;
Separate courses in valués would not decrease the amount of
1ntegrated and incidental work in values that goes on in the school:
i in fact they would substantially dincrease it. Most school courses would
be greatly 1mproved if the values components inherent. in them were . °
g adequately explored without any loss to the disciplines involved. An
the opportunities for incidental discussion of values in the Schéél :juld
e be exploited much more than they are. The main obstacle in both cases
-appears to be.the inability of teacheré and students to take advantgge
of the opportun1t1es that exlst Separate courses in values, 1f supported
by adequate learning materlals, effective teacher education programs, and
»strong community and school system backing,.could provide the momentum
needed for increased and complementary';ork in ,values education using all

three approaches.
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-10. The Relation of the Reflective Approach to other Approaches

, \\ | ‘
N\ We in the Moral Eduﬁatlon Project have attempted to arrive_ at a sound
‘ \ eampréhéﬂalvg approach to values educatlon We feel that some values
4 \\educatlan projects or movements have made the mlstake of advocating a
Elngle strategy in values education as the strategy,/and we frankly
have attempted to avoid making the same error. We ha&e called our
approach "the reflective approach' in order to give %ome impressignkof‘
its emphases and also to provide a name for it qf Qu# own choosing. But
any name is somewhat unfortunate since it tends to nggest a narrow set
of objectives and strategies, which is scmething we have tried to avoid.
In this section, theh; we wish to describe thetmanner in which
the reflective approach incarﬁoratés the strategies employed by the other
o major contemporary approaches to values education. In this way we hope to
ﬁhnw that people who differ with us in matters of emphasis might still
use our materials, because most of the major stfategiés are there at
least in some degree. . .
1. The Reasoning Skills Approach. One of the earlier attempts to avoid
‘the nPrqblem" of iﬁddctrinatibn in values education involved teaching

reasoning skills rather than ""content" in values matters. This approach was

popular at Harvard University in the sixties in the area of social studies "

education and issued in Newmann and Oliver's book Clarifying Public
Controversy (Little, Brown, 1970). As far as value§ content is concerned,
i the teacher is encouraged to maintain the stance of the neutral, DbjEEthE
; disinterested bystander or p3551b1y the Socratlc dev11 advocate,'ThE :
* . main positive teaching is of (a) an analytical scheme for ciarifying the
issues in c@ntrover51a1 social problems and (b) reascnlng skills for
satlsfaﬁtarlly resqlving the issues. ‘ ’ A - .

Wg do not feel that it is necessary to resort to a skills approach

| : 36
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; 1ndoctr;nat10n' on- the contrary, we bEllEVE that ccntent
g mus be dealt w1th in the classroom 1ﬁ DIdET to overcome the tendency

tnward iﬂda:trinatlon Hawever abv1ously we are strongly in favour' of

'eaching reasanlng skills in order to ass;st Ftudents in deallng w;th

ralues . 1ssues and problems, and we do 1ncorporate ;he;r teachlng as one
element in the refléctive approach. * '/‘

oo 2!v The Case Study Approach. "The case study method of handling values . .

155ues lnvolves the detailed study of a partlcular case, either histcfi;al .

- values issues it ra;ses and the paztlcular values problems 1t poses. It

N,

is often used in conjunctlon w;th ‘the skills approach, the. chief object
g _b31ng to’ teach :ertaln skills Qf reasoning rather than to resolve the
fry ': issues and prcblems ralsed in the classroom L : »
& ' The case study method is’ clearly an 1mportant “6ne in the repert01re

of the refleqtlve values educatpr It can be used to create 1nterest in

sand launch discussion of a set of key values pr;nc;ples. It can be used -
{ part way through the treagment of a values Laplc 1n ‘order to test certain’

hypctheses that areqdeveloplng orvsimply. to vary the format ‘of the

e discus%;on However, that the casé‘is b31ng stud;ed in th '‘context of a ks
Ty

‘ braader taplc-and prl c1p1 =orlented inquiry 1mpases certain ccnstraints o
S ":on ths manner in which the case is studled. . e -
N - The Dzlamma Discussion Appr@aéh The dlSCUSSlQD of dlleﬁ%a§'is a _ -

St:ategy of- values éducatlaﬂ that in recent years has been associated
|
¢ most closely with. thE name of Lawrence. Kahlberg, but it is also a key ‘.

strategy for the Values Clarlflcatlon movement and has beén a trad}tlonal

e

tethnique for the testlng of moral 1dea5 and prlnc;ples dDWﬁ~£hrDugh the

[y

From our palnt of view there are reasons for

ages.
' : restr;ctlng rather
e severely the use of the dilerma method Excessive preqccupatlén ‘with

P dllemmas .tends to reinforce the popular m;écon;eg %Dn that most values . - ,.f

;i prgblems are of ‘the dilemma type.. In fact, values #ssues are seldom black

A and. wh;;gféﬁ*szﬁs>D11emmas should be used at certain points i

e values ‘education: to open up a new line of thought to test.a pr;nc;ple, 7 A

2
=

or “to ralse questlons about” a part1Cular v1ewp01nt that ‘has been toorr

33511ystaken for granted Paradoxlcally, if one recognizes that there

may an‘bé a clearacut answer to a moral dilemma (1ndeed that i%’ usually L.

a Eartltular values issues‘'is ﬂat of a black and white all or nothlng
variety and that it is.far more complex than had been assumed

2 , .
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Values, Clarift etzen'ﬁppreeeh Tﬁe;Veiﬁee Cierifieetieﬁ‘epﬁrceeh"
‘ha been asseeieted*w1th the neme of Louis Reths and more’ reeently w1th

fthet of Sldney Slmen,~ e main philosophical ebjeetlen to Veluee ,
ilearmfleetlen,le that it does not Ieeognlze that values can ‘be- ob;eetlvely'_

o fgeed ‘or 'bad, eeund oriunsoufd. The object of values edueetlon is seen to"
~ be thet of help;ng studente eler;fy the nature end eensequenees ‘of the1r
i:values end beeomesthereughly committed. to them, without Judglng their
xieeundnESs for -the people eoneerned Cleerly, th1e is eontrery to the "

erltleelly egg ebjeetlvely, on eﬂ% s speelf;e end lntermedlate Tenge ‘.
- j.veluee in the 'light of fundamental humeQ%ve;uee thleh themselves etend
* in need of a eerteln kind.of er;tleel refléction).

‘It would be foel;eh however, in fegeet;ng the moral relatlv;sm

‘and Subjeetivlem ef Valies Cler;fleetlen to reject also\the many velueble }
'etre%egiee end techn;ques for elerlfying values that ha e been develeped
_ within this epproeeh Cleerly it is a erueiel esPeet of fefleetlve Veluee E“%
.  education to become moré aware of the values one hes, pr’e;eely ln order .
* © - .that one mey'crltleelly evaluate them. While some ef the. teehn ues and ,g{f
activities "advocated by Valuee Clerlfleetion move into very eens;t;ve ' '
areas of a pereon's experience and so must be handled with greet eere,
. €Fiet all, eepee;elly in a classroom setting, the body of Veluee

Clerlfeeetien strategiee as a whole is a velueble eouree of teehn;quee

= veluee edueetlen thegriete

: mpheels on the use ef
. elmulet;en or dreme in deellng W1th veluee 1esuee and preblems. One -
involves the etudeﬁts in dramatic ‘simulation of real llfe values 1'/

situations. - - T ‘ " vy

As noted earlier, we do see a medeef place for- at least pé?tiel
-elmu&etien of real 11fe s;tuetlene 1n the classroom, pert;eulerly das.an
{eld to discussion. P- *t;c1petlen -in drama can also help overcome eerteln
!\-%peelf;e personal prgb%eme such as, 1aek of selfaeeﬂfldeﬁee in publie ';:
9‘51tuetlene or dyefunetlenal klnds of self-cenee1eusness Whet we questlon
~ 'ais the emphee leced on. this activity" 1n a tetel velues edueetlen e
pregrem /;fzf' oL ’ 7 L A
6. The Sehool @fgeﬂeeeteen and ﬁtmeephere Approach. There is a pepuler
saying that "morality is eeught ‘not teught," and with this notion in
- mind some educators have maintained that the only way to ;nfluenee_theb i -

i . 2 : - s ) B i’
: . . - \ B . ) -
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hra“gh the Qrganlzatlcn aﬁd’étm§SPhéré"*

[
M\ .

" incluﬁlng the persanal example set by the .teachers. Others’

ave suggested that the nrgan;zaticn and atmasphere af fhe*school ‘is a

i dor
Kohlberggen the "just school" and’the work of Thomas: Llckana on glassroam -

z

“factor in moral:development (see for example the work of Lawrence

\irelatianshlps and atmosphere) o o ot K

< =

Dnceaaga;n, the questlcn of the relat;ensh;p between the reflect;ve
re;eat the extreme paaitinn but we dg see an apprcpriate schcal
:erganizatlgn and atmﬂsphere as a Pre cand1t13§§3f efféttive values
gducat;cn. '

s
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L. INTBODUE‘TI@N ) :
'i'Severel membere of the Prejeet epent tlme developlng etudy units for

3fgrede 2 The generel topic was Peeple In Our Lives; it was felt that

- they raised for students of 'this age wduld be a useful entry point into
‘r_velues d1eeuselene Four units were uSed in thie pertleuler reeeereh \
"ﬂprejeet Fr;ende Femily, Children lﬂ the Femily, and Hurting Dthere ”
- (see eemgles of thése at the end of. this Appendix). -,

Avi?hé class was ethﬁleelly mixed and all students had e sound greep ef the

‘ fEnglieh lenguege. The etudeﬂte hed been reed1ng ebeut friendeh1p end o
'femlly 11fe end se\the teeeher ehoee ‘the etudy UﬁltS to flt into her own
program, " The reeee*eher epent two eleee pe:;ede ebseTV1ng the elase -

‘before the etudent"Were ;ﬁtredueed’te the materials. 'She was 1ntredﬁeed

: fthezr ‘age; she seid
'tha’”fer the most pert ehe-wee ;ntereeted to ebeerve whet heppened end

‘hew sueceeeful or uneueeeseful the meter1e15 were in et;muleting 1ntereet—,

‘;?1DE and seuﬁd discussions.
.;Zheut per week work;ng with the study. meter1ale As we11 ‘the: teeeher end

’areseereher per1ed;ee11y sPent “time ‘planning end eveluet1ng the dieeu551ons.;

_tIt eheuld be ﬁeted thet the thoreugh, enthue;eetle eeoperetien of the '_

;kgenereted by the OISE Moral Edu;gtlensPrchEt-

2.  Values ‘Sjries‘ in a Social Studies/Family Life '
+ # B '

THE VALUES SERIES AT THE GRADE 2 ‘LEVEL
o "Report by Jane Bradley. e .

B o

explerlng dlfferent klnds of corcrete feletleneh1pe and the’ queet1eﬁe

- %&The grede 2 class was in a Toronto elementary end Junlor eeheel

”Zeuther of Se,e urrleulum metereele that were de51gned fer etudents.

thet “she mlght be 1eed1ng eeme ef the dleeuse;ene but

o o = é: .
Thle prejeet leeted from Jenuery through June. We epent ebeut an

1

eubetentlel be51e fer evaluation of the methedelegy eﬁd materials

.‘g'




1S AN} DEJECTIVE’S B L
Genexa, Aims af thzs Réssarﬂh Projeat o :

1.7 central cuncern 3% the researchérs was to evaluate the extent 'to o S

‘fﬁhlch the~methadal@gy ‘and ‘materials we have developed are successful in

stlmulating sound reflectlon and productive d15cu551on of values questlons S

e £

?:- that secaﬁ&agrade students encounter in their- everyday lives, e.g., - o ,s;ff
establlshing and nbay;ng rules, confllctlng 1Dya1tles promise- keeping :
‘ ‘At the. level Qf content ‘the study materials weTe - d551gned to structure ‘
. and direct discussion around a few key ideas and questions that would . -
a 1ntreduge general values issues and situate them w1th1n the concrete
exper;ences of the students‘ daily life. It was hoped in terms of long— o %3§

range ijéctlves that thé comblnat;gn of reflection on key valugé
experlencé would prav;de ‘the b asis i,, expanded pérspectlves on a w1der
" range of ‘values issues. ‘ ‘ gaﬁ S e ‘
2. At the level of process the géneral purpgse of the materials was to e
provide a farum f@r generating and 1nrera£t1ng w1th valuesrlssues in. ‘a’ T
number of ways. To this end, some- suggested act1V1tlef fgr doing artwork,
role-playing, etc., were 1n¢1uded as complaments to the majgr foci, whlch
were on individual reflection and group dlscu551gn We. trled to determlne
_ (a) the extent, to which these supplementary activities were ;mpqrtant in
{ 'raising_and clarifying valugs=issueé*énd ij the extent to which an
?%ﬁ‘emphasis in the study materials on key quéstions and iéeas can sustain- -
. the 1nterest of students and generate productlve ‘encounters with the
“values 1ssues addressed o , )

kS 3. Another a;m of the prcjeht was to model a methadology for 1nqu1rlng

;nta values issues which would be useful and 1nterest1ng for the students.

While condustlng the - d15¢uss;ons we attempted to zﬁtradﬁﬁé relevant
con51derat1ans and to: gengratg relevant examples rather than to P§§§mﬂéﬂd
values’ p951t10n5. We tried to madel an open, objective, and down- .to-earth
mariner of dealing with values questlans ‘that would provide both a géneral*
autlook on the nature and importance of values issues and a model for more

: Y
complex problem solv1ng 1n later 'life. F

B

Spsamfi& Obgééttvgs of this Essgareh Prsgggt
1 . To help_ students recognlze that ‘each Qf us bélongs to dlfferent klnds

Df ccmmunities Cfam;ly, SChODl friends, etc. .) and that it is important
tg sort out what to ‘expect of these different groups of people what ‘one.
can and should ccntrlbute to them, and how to establish and follow the

varlous rules and expectatlons ~that - they have generated
<2
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arn, to reeogn;Ze and ‘to eonelder critically the '

eetere for mak;ng theee deeielene in the1r llvee Such - feetere

_;_end goele 1n llfe (e) the neede eblllteee, and goele of eignlfleent
k.‘ethere ln given eltuatlene (d) the feete, rul. 3, preeedents, ;deee, goele
| that mlght further elerlfy the 1eeue and effeet de21elen5 to acét in some
-'wey, .and (e) the short-term and longsterm effeete of deele;ene to act.
3..To help students understand thet wh11e rulee are 1mpertent for -
”hu11d1ng and meintelnlng eound relatlonehlps/eemmunltlee .no rule is
VA without ' eeme exeeptione ehd one must thus be thoughtful in dealing with.
: rulee and expeetetlone In other werde,'gifeﬁ a sound set of eensidefeevx
3t10ne, semetlmee it is neeeeeery to ehange a rule, to disobey a rule, ‘
1er to epply a new rule to the situation.
-4 Flnelly,ewe hoped that the students as a group/eommunity would
preetlee and then assess the 1mportanee of refleetlve dlelegue and
mutual respeet in coming to grips, WLth veiuee issues. )
IiIi DESCRIPTIQN OF THE PROJECT ( _ »
. Stage One . : . o -,
'Durlng the first two sessions the researcher was obeerv;ng Cand being '
observed byj the etudente without eenduet;ng eny!veluee discussions.
" The students were finiehing up some drawings, eonge;:end readings on
”ffiendehip. During the thi£d>eeeeien thelteeeher introduced the first
- etﬁdy unit*en Friends. ‘She eetebliehed‘the pettern of printing the
| key 1dea or queetlon on the hlaekhcerd the etudente were given note-
.;beoks spee;fleelly for, thlS un;t on Friends and they would copy: down
. the eentenee(e) endewere elwaye eeked to read it aloud as-a group and to
be sure that they understood ‘and eould write every word properly. They
~sat'in-a circle en the fleor and talked enlmetedly abcut times when a
ffriend helped them or made them heppy It was a good beglnnlng end
elthough some etudente dld net epeek up there seemed to be a generel
1ntereet in the topic. It was also clear that they llked heV1ng 5emth1ﬁg
>'-te wr;te down in* thelr neteboeke .The teacher mede a 115t on- the black-
beerd ef whet lentSfthE students were maklng ebeut ways 1n wh;eh/f K
fr;ends can help eeeh other: The etudente also copied these 1nte thEII o
netebeoke Some weye they mentlened were 1. they help you when you are

hurt, 2. they pley with you 3 they show you how to do thlnge 4. they

L4
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;a‘rignt, :1. tney Keloly L‘nlngs xor ygu. Fipatly, wie . ...

plcture ;n th31r nutebooks of a fr;end.help;ng them or -

] plcture related tD the tDplE Th15 also gave a :hance for theé

" r:hér and ‘the teacher to talk individually to- ‘students whc had
further ‘questions or who m;ght have had some d;fficulty w1th the day 3
'wark . - . . ‘o ’
" A very ;nterestlng discussion ensued ‘when we talked ab@ut thefg,'
different kinds of 'friends-one can have. The expandéd notion of fziendi
;Shlp 1ncluded the idea-noted b} one ch;ld that some people have only

‘ fr;ends who are - ‘not th51r age. That p:ovoked an immediate example from

‘n_a girl whu had hardly s ;d a word She knew of an old man- in the park

'A'who seemed to spend hlS whole "time walking hlS dog; she was ccnv1nced

.' ‘that it was his only friend. We then went bn “to dlscu551ng whether pets )
;caﬂ be frlends The other example was given by another girl who said that
her aunt d;dn t get along with anyone in the famlly except her two
nephews and that she dldﬁ't have any friends her own age. The d1scuss;0ﬂr
~evoked numETOus examples of frlendsﬁlps - -at this stage the students '
seemed to be- mgra,lntere ted in these exotlc kinds of f:;endshlps than -

g they were in d;scu551ng §pec1flc peer relatlgnshlps We ended with -
-=talk1ng about ”51gn5 of frlendshlp” and: how you can know that someone ;
is your frlend Thisalso provoked some discussion. on whether soméona.i
who tells on you, doesn t invite you to a blrthday party, or ignores

"you for a while can be your friend. We ended the unit with the teacher
asking whether somegne whom yDu had never met and who helps you ;n some
way. 15 a frlend Most people thought yes but there were st;ll some
Ilngerlng feellngs that you had to know someDne for a while for the

~ person to be yoér friend.

’ Stﬁgé TM§
tgp;c of Famlly (on whlch we SPent seven sessions). The students were
'i glven ‘new notebooks and were told that these would be ‘used for the next.

[l

two units on Famliy and Children in the Famlly
: '»Thq teache: began by wrltlng def;nltlou of family on: the black-

'~”;bcafdiult,read; "A family is a group_gf people whgxargwrelated to each

otﬁgf.ﬁ She asked, "How do peopie beéomé_%elatéd?ﬁ The ‘role of parentéw

and then God was discussed briefly =" it was Specﬁlated that each of us




}jiatedito every@ne else and that we are part ‘of ajhuman family, ‘but

!tth;for our purpgses we would be referz;ng to "'close relatlves ' such

7 as. mgther father *brother, s;ster, g anﬂmgthEI—JETEndﬁgther, aunt, uncle,.

_ Students wrate down to read alaud the ‘opening key\ldea "Membefs

of a famlly can help each other a lot,.but not in EVErythlng " They

noted that their famllles can help them with homework, drawing plEtUTES
helping to build a shelf maklng supper, and giving them love. Some ideas
\thEy had for how they helped th31r famlly washing dishes, making their B

beds, looking after their mother when she is’ sick, protecting a younger
- brother, and doing chores. They seemed especiaily to’eﬁjay documenting -
thé;yéys in which éhey were abie to heip their families. . . |
, The next part of the unlt introduced more pro lematic and thought-
Provaklng questions - of tlmes when they have to coﬁ51der themselves
1ndepende£ily from famlly help \They talked about things they "would like
to do at home but can't, e.g., doing more cooking, deciding on what to do
ohfvacationég‘They also confronted the sobering fact that in almost every

family there are ways in which they would like to help a,child and camnot.

Wg talked about money, health problems, and making'soméanéféﬁartef or
%fettiér as examples. Finally, they talked about times wheﬁ.they had
o problems and had to work them out by themselves or with the help af.peopler
other than their famllles \ In the oplnlon of the“researcher this- was one
-Gf the most productlve set of discussions we ‘had. After qulﬁe an ‘animated -
_ documentation of ways in which they -are able to be helped and to help \-
. each other within the family, they lingered with real conCerniover the |
Edynamics created when one ‘wants to help or be helped and Cannot for

~ whatever reasa% ' . R : oy
\\\ ~ We spent flve sessions working through the rest of the unit, with
: AN studénts displaying special interest. in the areas just noted and also in

the section deallng with sharlng feellngs within a faﬁily' It was interest-

) v’ig to watch the.. .way they struggled to come up with all the different

© . ways_in ‘which you can share your feellngs with your family. Thelr 115t
“included: wrltlng them a letter, draw1ng picture, tell;ng them,. letting T
it show (on your face, by doing SQmething), and gettlng someone else to )

J;,tell them fbr you ND one had ever written their parehts a letter, but -

théﬁother ways. We talked about the best ways. They thgught it was best
L to. tell your parents what you are thinking and feeling but this was

- - N R ;




‘usually the harde:
Dﬂe'bay-camé‘back a\ few sessions later and reported that he had tried to

Stage Three

. that people hurt each other and which way's hurt the most,: most children

é;,'esp pﬁniéhed -

“tell hls parents that he was feeling jealous of his brother and that at
'first he was very shy ‘and then he thought his parents understood He
didn' t go ‘into any detall and it didn't sSeem right to prcbe h1m but the;

pg;nt was made, and the other students seemed: to understand what he was

b

getting at and to appreciate his effort to share it with them.

We next worked on Children in the Family for four sessions. By this time

students were able tcimpvehmcre juickly ‘through the key questions”and °
ideas presented. They we:e very in erested to talk more about‘the kinds
of dyﬁaﬁits they have with their brothers and sisters. (The twé only-
children in the class were asked to't ink of good friends or cousins

who sahetimés come over to their homé J\It appeared that an opportunity

to talk about feelings among the children in a family were much appreslated;

Furthermore, there were some good suggestl ns for dealing with these

,feellngs wiich were put forth in. the form o;rgersonal anecdotes . The

' d;scu551on and it was exciting to watch the resourgefulﬂess of the group

at wofkibsgme-of the feelings they noted were that the other children in
their family made them feel angry, happy, sad, jealous, glad, scared,-.-. .
excited, terrified, stupid,| selflshr and proud. It became, by the way,

a. gﬂﬂd vocabulary lesson. \; o .
The Students had more trouble thlnklng about tlmes when two children’

v1n the same family need to be treated differently. They readily came up

with examples of treatlng a 51¢k :hlld with extra time and care but they
were not réally conv1nced that special talents deserved special treatment.

Unfor%unately this question was not pursued as thoroughly as it could have .
‘\i 5 B
I

Stage Four ’/f \+ R , o

'm'ons were spent beglnnlng the unit on Hurtlng Others.

heen.

The last twa s

~ more interest. tD the students than the unf t on Helplng Dthers It would

'have been 1n5tru¢t1va to have been able to complete and compare both

unlts but the school year was . runnlng out. In 115t1ng the different ways

flrst put examples involving phys;zal abuse .- When. it came time to decide

Which kind of hurting was tHe worst, three- quarters of the class sald

L
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q,thet eelllng names end lylng ebeut aj

,ther person were’worse. theﬂ belng

punehed er tripped. The teacher wefit on to werk with the idea thet "People

xsemet1mes hurt each other without meaning to." Thls grabbed thEl; sttention;

unfertunetely we had onlx one session to work it through. We ended our

time together on a peredoxlcel note of frustration that we hadn't completed

“the topic and a eenee-of satisfaction in hev;ng talked about some important

things. During the final session tke researcher asked the students to

think of topics that we discussud which they thought were most interesting

-and 1mportant and which topi¢s they would like to discuss in the future..

They were also asked to b= honest about topics wiiich bored or confused

©
: . \

“them.

7 : ! &
. -

IV. ANALYSIS AND CRITTQUE L

A."Analysis and Critidque of the Extent to Which the Study Met the Needs,
Interests, and Abzliteee of the Srudeﬂte - .

The students were net terribly active in seeking value perspectives other
than their own. This is quite understandable at their age and we tried
to ease them 1nto probing each other s ideas, motlveer and exemplee by
trading on thelr interest in telling of their own experlenees, in being

listened to, and even in goselplng The researcher's not belng as aware -

.as the teacher of the students' interests and their patterne of frlendﬂ T

ship »nd interaction meant that she was net as able to generate discussion

in Ulwes ections as would have been desirable. Also, the factor of

“having a stranger in their group contributed at -the beginning to some

shyness. Even so, a positive .feature of the -project in this reéerd was

that puttlng a key queetlen or key idea on the bleekbeerd prev1ded a

eould be releted Students were often only merglnally 1ntereeted in eaeh
other's stories, but when the teacher.or- researcher was able to relate

them te the key idea being dleeueeed there was movement in the direction
of looking .at these issues from the point of view of different personal -
experieneee. i . . ' : : "

" A further characteristic of the students was their tendency to try

to flnd flat and final ‘judgments as to the rlght/wrong or geed/bed in

the 51tuet10n A major chellenge for the teacher and researcher was to
tease out the "gfby areas" and at the same time to nurture the idea that
there are some stabilizing, endurlﬂg principles and een51deratlons which .

can be brought to bear on values questions. Sueh_attempte were most

successful when the etu?eﬂfe were asked to generate as extensive a list



. as.they:could’
: fallgwed absalutély and’ without exception - they could think only of not

' the students were brought up against the question of what considerdtions

of exémples of (a) a rule (=“ the family) which should be

:'killlng someone; (b) when & rule should not be used - thé best example

_ here was that the rule that you should come home for supper on time should

he Q;S%?eyed if you are help;ng a friend in trouble; ‘and (c) when a rule

was debatable - the example used was whether you should lie to your

,;parents to’ prnteat your brother or 515ter from getting into trouble, frcm

whlzh we went on to ccn51der whether punishment mlght be a.good thlng fcr

we

a child to prevent him or her from getting into further trouble or harm.

In the process:of - draw;ng up. ‘the lists and weighing the examples given,

Cathér than th31r own interests and desires) were most relevant and sound.
They were led, -on the basis of examlnlng their own experlences to realize l<§f“
that dlfferent 51tuat10n5 call for dlfferent con31derat10ns and the M) }
pc551b111ty of dlfferlng judgments as to what would be the best thing to -
do. For exampler with regard to whether or not to tell a lie to protect

your brother fr?m punishitent, several students gave examples of when it

Vwas right and of when it was wrong. In the end, we talked about the

1mportance of béth telllng the truth and thlnklng abadt the Fong term .

be’we;ghed in terms of these (and other) cons;derat;ans! In the end, it

'was not so much that the students were able to engage in much more

sophlstlgated dellberatlons but that they were more willing to suspend
judgment .for a while, to ‘try to- th1nk of what ‘they should. conisider in the’
given situation,. and to con51der exceptions to the rules or judgments
C"never tell a lie," 'never squeal on yaur brcther") they would 1n1t1a11y
invoke t? deal with the situation.

B Another 1nterest1ng dimension of the way the students 1nteracted
with the materials and ideas came forth in some features of the group
dynamlcs within the class. The researcher was not, of course, in a pOSlthﬂ
to be as famlliar w1th the patterns of cla Toom interactions as the
regular teagher was; sshe”was able, however, to note an interesting shift
in at least a few instances: There were a few students who seemed to be .
established as the class “'provocateurs' - who would usually try to iﬁjeét
a :oﬁtroversiai poiht of view or a too”colourfulzaneﬁdote . There were some



T
i

' ertleuleted : -

“inquiry on the part of such students. . : ' .

weuld reeet to the epeeifie arguments and exemﬁiee set forth. A teal
ehalleﬁge.fer the: researcher and teaeher was to extract the essence of the
pelarlzed eplnlone and to explaln them to- -the eleee w1theut g1v1ng too
mueh support for either. At the beginning the researcher was sometimes

toe cautious in asking students to restate: thelr pos 1,lons so that they

. would be more clearly, theroughly (and 1neV1teny, 1eee ste reotypieally)

e v

A helpful feature of the materials in this regard was thet often the
key 1dee, as the presenting issue, would itself defuse- the extreme positions.

It, rather than the continuum (and the personal dynamics), could be the

t focus. Fhe shift in group dynamics that could be at least pertlally

ettr;buted to this feature of the materials was that the students whe
would normelly "set up'' the debate were freer to explore elternetlve ways
of coming at the issue. It would be interesting to observe whether these

behaviours might produce any long-term effects on the motivations for

¥

B. Analysis of Materials . _
We had designed the materials so that they eeuld be duplicated for, each
student. It was felt to be lmportant that both teacher and etudente have
the same materials, eepeelally in discussidns of values issues where there
are no Iigﬁt or wrong answers, and where it was important that the students
not think that the teeeher-haq a manual with the answers or even more
information than ‘théy had. Although~the teacher wds able to duplicate

only one unlt (the: one on Frlends), fortunetely she’ eetabllehed that the

- papers ehe was holding in the discussions dld not have .answers on them. &

The only\thing the etudente kept trying to look over our shoulders for

were the examplee given. In terms of format, it was ;mportant that the

, students heve special notebooks for their values work and it would have

been best if these booklets included all the information that is written
on the worksheets. The notebooks and workeheete'ere impoftent not only in
PIGVldlng a kind of focus for the dleeueelone but as a way of helplng

etudente see that there is eéme substance end some cumulative learnlng .

&

that takes place in these dlecuee;ehe and that they are not just chitchat

Thestudents became very psoud of their notebooke'epd were delighted to
see them 'fill up with ideas and drawings. -
Briefly, the .advantages of the matérials were: (1) they’preﬁided
some structure and direction to the discussions and at tHe same time opened

the way for including 'concrete daily life experleneee of etudente as



examples of PTIHElPlES and as 1ss;§; to be dealt w1th (z) the use of -
cuntrcVET51a1 statements such as "sometimes it is right to hurt other péDple .
in some places defused an observed tendency on the part of many chlldren
to be rather goody-goody in their discussions (although obwiously the
5p111 -over into behaviour was not assured by what they said in class) and
. encouraged a more critical assessment of issu (3) they provided a-

' common set~q§ information for both'teacbgr and student (thus, hopefully,
encouraging more open discussions); and (4) they prévidéd, at the level
of content, a way of broadening concepts of friendship, familf, hurting;'
helplﬂg, etc. The most close-to- home concepts are often taken as assumed
bases of common understandlng , and yet all too often they mask great
differences of .opinion, confusion, qr contradlctlons- For example,
Exéminingécur notions of wh ¢ is a friend, what makes 'a goad frlend how
you’kncw scmeéne is your f .end proved to be a most wgrth whlle experience

for teacher and student. ’ ’ . : S

be perge;vgd by the students as being lnsufficlently SEthltyaerentEdi Inl
fact,éibere was 'a great deal of affective or emotioﬁal material brought

to bear on the issues discussed and although we probably could ha;e /
;ncluded more games and role- playlng activities it didn't seem that there

was any absence of enthusiasm far discussing. the topics we did. It would

have been good to have more visual materials to stimulate discussion and
provide some change in format; the teacher brought in -some overheads of
friendship patterns and they were useful in stimulating interest and

b

altering the pace.

C. Analysis of Teaching Methodology

Again, it should be emphasized that, given the kind of content and

xmethadalégy being proposed in this discussion approach to values educatian,‘ , ;
it is important that both students aﬂdzteacﬁer have access to fhg same
materials. The studentsvhaé a teﬁdency-ta keeP probiﬁg for what we thought
active steps t0>help students pr@be issues frcm their own exgerlenceg

In this régard it is important that the teacher try to achieve é balance
between prc!}ééng a climate of inquiry, speculativeness, and suspension )
of‘judgmgﬁt %nﬁ a sense of having somé firm commitments and carefully
digested-perﬁénal experience with the issues at hand.

Another 1mportant role of the teacher is to keep Summarlzlng and

reviewing the points that have been made. The teacher we worked with

L i LR
ERIC - -
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_was very good 1n dalng thls and thus provided for a good sense of

Eantlﬁulty and cumulatlveness.' . . . 7 T
D. Swmmary ¢+ = b _ . )

‘The experience of working on a steady basis with these students over a\“aﬁ
‘fiiézgndsashaif—m@nth period was bafh enriching and %@bering. The materials

do seem to evoke sound and %ntéresting discussions and there did appear

to bé_a heightened interest in and ability to bring other issues to the
teacher, the researcher, and'even the class for discussion. Here it might s
be noted that students were not uninte%ested in or confused by'any of

the topics we covered and they would have liked to go more into issues -
&

around punlshment and whEﬁ to break rules. The experience of watching the

extent to which some students-plck up on what they think we would like

to hear, or what we would most 11ke not to hear was both'a tribute to o

their senslt;V1ty and a testimony to the 1nfrequenzy with which they are ;
. encouraged to engage in critical values” assessment. '

-
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LI

B < FRIENDS

(\)  Key Question: Why Is It Good To Have Friends?

1, Think of a time when a friend helped you or me you hopey. -

VAN

A
Ny

-~



1.- Make a list of ways friends help you or make you happy, - S

1
- i ) : . v
. - , ) . 7', |

2. Pick out the most important mys for you. { |

7

LI

3, sane children have no frfends thelr own ace and are happy. .

.- What makes them hapy? . |

< Adults need friends too.

Think of ways adults help or cke each other hoppy,

=
#




(8) Key Idea: . There are different kinds of friends

"ng;'.‘\!%

school
friends

neww friends T
Y ' and” . A
© .\ o friends | )

N N
girl friendsy\ - /. |
- and \} reighbour
boy friends /|~ | friends

i““*?&&—s”/ R | N\ N

7 1’_?5’"‘"- .
; St z ~

1, For exch of the kirx:ls, Drint the nane: of one of your 'Frienjs
Can you-add ‘same other kind;-, of frleﬂds I

H

@& 2. Talk cbout how ECLI’I Kind of frfeﬁ helm vou o Ticves you haoy,
3, Talk about how yqu r;..u.: them.or nnke them bappy.




4, Lok at the different kinds of friends.
Ask yourself how you know they are your friends.

s e D

(@) Mike a list of “Friendship Words”,

-

~(b) Thik of Different "Signs of Friendship”. o

| ~ (c) Find pictures (or draw Dictqres of people smwinc "sians
L. of friendship® to each other, |

60
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FAHILY

() Ky Idea:-  Merbers of G fcinlly cn relp ech other.a lot,
P = _but not "in everythlng.

L@ MWfaoilyhelpste. - () I telomy fanily,

2.- (c‘:i)' “Think of ways you would like to help c.nt herre but can't,

(b)v Think of thlncjs your family weuld 1ike te de for yeu but can t.
Y : S

(c) Think’ ef tlrnee when you needed help frcm peeple euteide your fanily._

(d) Think of a t1rre when you hud a Dreblern and had to work it out all

by yourself.
;\ 3. Iletlvity ) . : |
. (e) A girl comes home lete for supper beceuee she was helping her
- s o0 friend look for her lost dog. Act out or. write dem what the
S parents and the er‘l say ‘and do,

. (b) Aboy whose parente have told him not to fight with other:
- children. decides to help his friend who is-being picked on by -
o bigger boy. When he arrives home with a tomn eweeter and a
eleck eye hie parents aré angry with him k

Act out or write down wl*r:ut the pdrents and the boy se},( to each
other, |




e

"WORK PAGE
' for

drawing, writing, pasting. . .
' 63




slgmtry to ch:.icE

together wltjt 10 d .

| 1. Tell d:nut a time when you. and your family worked out
o . together the right thing to do:

* - dbout your bedtime

: = gbout watching TV .

e - ¢out the food you-should ecit
: » about your friends.

‘,/’
B | i

-
]

2, 11‘11nk of a time when your 1@:35 have helped your parents »
decide what to dD i

o

-3, Think of a time when you wanted your parerits to do
something, but it would have been wrong far them to
do it.

64




(C) Key Idea: Children should 1et ﬁ1e1r fanily know what they‘
| think and feel so that _they can help each other{

1. Think of all the differa‘it Ways you can let your ﬁjﬂi ly kmw
ciout your idecs ad feelings.

@ ) e

T

_ : , L - €

.2, Think of same of your ideas and feelinas that your family would
: nc\t know about unless you showed them, -

3

|

3, Cm you think of a time when it 15 best for children not to let
\ their fanily kmw their f’eelings'?

‘\
\\
N\

ERIC

Aruitoxt provided by Eic:
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7 1t helped
you not to - §

feel closer

ft let them
help you

4, Think of a time when lettina your family know about
P your feelings did this . . . . ,

Q . 66‘
ERIC

Full Tt Provided by ERIC.
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CHILDREN IN\ THE FAMILY

"), Key Question: What should children in g fanily do for each other?

) . | b

> -

1. Think of -things you wlnld like other children
in the family to do for you, :




L AcniT VAT

| (b) Thirgs an older child sh:uld not ﬁave to dc for-a younger
bmt ier or sister

7
, 3 & —_— . .
]
i
— i P




Yy

3, ;"-’-‘(:1__) " _‘E,Thln'k of o time When you stood up for your brother or sister,

B

Why did you do 1t? . | L
) . ' : ‘ PR

(b) Think of a time when you dich’t stord w for your brother of
©osister? T : Lo A
B R - - N : - v \ o u =
A

Wy didt o2 o

4 .. Is it ever right to tellion your brother or sister?
(@ Think of times when 1t could help them, / |

1

Think of .times when it could hurt them./

e .




Aruitoxt provided by Eic:
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drawing, writina, pa

5

g )

P

S

t

Ir

=

F




< "M BROTHER OR SISTER

s how [ ;gnwm feelinos
it my brother or sister: -

WDrother or sister ‘sometimes
mokes me feel: - N

) M

() __
.

(@) | o

2. Which of these feelinds do you want to hide sametimes?
. : : S - \ .

E

. do you Want to hide them?

. Should.you always hide them?




Ch‘ldra*n ing fﬂ‘l’lil) stould 1éarn how to
el ing a‘& t each other.

Everyone smetinE feels very angry GI:!DUt amthar
ﬂE]tEF DF the family .

Think of a tine when you felt very angry ot sameoné in your family: . -

i

g 1
-t s
< |
= _
o
[
i‘
) =
N
~. ,




i T s
= 3;,

Is it rlght for an
alder child to have
: fD cla:n uwp for a

Is it riht -|
for parent to spend

more time .looking |
. after a sick chilgl?

Is 1t right
,f‘or mrerlts to ’spa'n:i a -

N

- Why?

O Think ch a time in your family when it Was right ﬁ:)r two children-
, 10 be treated differently. |
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HURTING OTHERS

=

o ti) ‘Key Idea; There are many w;ys.pf hgrt?;gugtgéirpgégia.

‘1. Think of a time.when someone burt you:

5 ' "\ ;._

calling you a
name

-not playing
with you -

., telling a lis
~_about you
not heipiﬂg BE
_you . - |
4 @

R




i:f;ﬁéy Idea:_yjéij _Ssometimes. rgght to hurt athe:;penple.

L

1. A 3nctar hurts a sick person to maka the person better.
When is tha; right? th?

2, " A boy hits a bully who is pl:king on a ffiend .
L Hhen is that right? Why? , ' d

3. You do. not invite some of your classmates to your .
birthday party.
When is.that right? Why?

- 4.~ The police keep someone in jail.
When is that right? Why? '

: 5. You do not play with your ff1end whgn you want to -
T "+ watch a T.V, show..
"When is that right? Why?

Can you think of more times when it is right to hurt others?

~J
¥

®




: (C)"Kéy'léeﬁ: jﬁé?g argigpaderQSBig;féf;ﬁét hﬁrt;gginthgr;pggglé.

1, Think of a time when you felt like hurtlng someone
" but decided not to. :
Hyy did you decide not to?

2. Make a list of reasons for not hurting other people.

Are some reasons better than others?

T

[+
!

2 In the space below, write the reasons whlch you think
vl ' are best.
o . , :

%

N o e —

D 3 o B ) o

\ I
MY BEST REASONS FOR NOT HURTING OTHERS

3
oo




(D) Key Idea: People sometimes hurt each other without meaning to.

i

1. (a) Think of a time
' when you hurt someone
and you didn't mean td.
k . |
‘(b)- What should you have done instead?

(c) How can you stop yourself from
doing that again?

2. (a) Think of a time
when someone hurt you
and didn't mean to.
T
(b) What do you wish they had done?

3. When someone hurts you
without meaning to N
what should you do or say?

=




F. Key Question:

you are sorry you have hurt someona, what

If
things should you say or do?

pj;jend you don't know about it?

4)_

do something nice.
to make up for it?

promise not to do it
again?

In each case, what do you think would happen?




;f! , . : . . T - o . R
e Key Question: If someone hurts you, what things should you
: ' : B say or do? o -

do the same thing back

~to them? \

W

(6) e !

make them promise
not to do it again?’
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Case Study, Grade 7 Values SEIIES in a Rellglon/Famlly Life Program

HGDL

)
\ﬂ

- VALUES DISCUSSION OVER A FULL YEAR IN AN INNER CITY

. Report by Norma McCoy
A. Intr@duetzaﬂ
This study was carried out in a grade 7 class Qf a separate - hool inf \
T@ranta,:It was an attempt to apply the theory and methed of .he Q;SE

H
~ i s N : : o 1
~approach to values education within the context of the Faﬁllystife and

1

‘Religious Education programs of that schocl The tOplCS were :pecified i
by‘thege two curriculum areas; the manner of deal;ng ‘with the topics and '\‘
the theoretical perspective required to do so” “were based upon a reflectlve-
principled-discussion method for teaqhing values. . ?
B. Purposes of the Study v ;o
Within the frame o£ reference oghghe purposes and .objectives of the
general Project apprcach torvalﬁes education, the particular objectives
of this pro;ect were: ’ , i

1. To 1ntegrate into existing currlcula a theory and method|of teaching
‘values
.2. To enrich the subjetc matter of existing curricula by focussing, in
a systematic way, on the values components 7 ;, ‘

3. To discover issues of interest and concern to students Df this age as
4 guide for educators in planning curriculum ' .

4. To provide- students the opportun;ty to reflect upon such issues and
to explore ways af dealing with them . A{;

5. To aésist these students to develop values principles, pratednfes,

and per peztives relating'to their everyday lives and decisions.

C Degeription of the Study

1. The students, the homeroom teacher, and the researcher worked

O E [y
: iy




‘ together far twa half-hour periads per week from October to mid-June.
The resaarcher canducted the sessions while the té:t'er,pafticipated in

*his method enabled the -

_the activities and discussions with the students .,
téacher to give EDHSISEEHE feedback about the suitzbility and effectiive-
ness of the various units being studied. From the outset, the s+udents
understood that they were assistants in the *esééfzh project and that
their candid reaction to both the :uﬂtehL and method of these sessions
was important. In the first sasslaﬂ the researcher presented them with

genera] descrlptlﬁn cf the naturg and purpases of the study and anltEd

The question of continuing wa; raised at several intervals dur;ng the

———

o
r

year and the willingness to do so was always there.

The 29 students were friendly, open, and cooy e, The excellent’
rapport that already existed between them and the: som teacher
greatly facilitated the researcherﬁé task . ’ : Ly

With one exception, the students were of an ethnl# background other
Vthan Canadian. Most of them had- hdd the experience cf ;mmlgratlng to
. Canada, und, for sev;ral it had happpned very recently. Understandably,

then, language presented a serious dllflnulty Some students understood
and spoke very litt.= English; most had prdblems with written English. )
In a few cases, the students did QDL share a common languagé with their

. parents, except in a very limited way. The language factofi therefore, )
had a significant influence off the group interaction. o

2. gfplcs were selected”to complement two units of study from the

Religion p*agram "spirit of the Lord" of fhe Canadzan CatggﬁLsm Sgrzgs -
.
Unit¥#1 on Growth 3nd Change and Unit #2 Dﬂ Decision- maklng In conjunction

L with the Family Hlfe prdgram, the students - spec;fled tcplcs nf cnnce*p

for them.' These dealt generally with the function of the famlly, relation-

o

‘ships -within the famlly, the question of authorlty, and different feellngs
among fam11y-mﬁmbersf The values topics introduced by the researther as
important theoretical background were the meaning of life goals, the ’
re€lative lmpurﬁanﬁe of these gcals sthe process of Justlfylng decisions -
-in terms of fundamental life goals the need to consider consequences,’ ‘
the meaning of compromise, and procedures, ‘for working out sound ﬁnmpfemlses.
Act1v1tles|of varlgus klnds were used. Most of the interaction
1nva1ved discussion-based an study notes prepared by the researchex.

%

\E;ﬂ Thesg notes expllgated values prlﬁc1ples and evoked:examples drawn chiefly

-

[Arurrex provided o enc [




from the students' experiences. The notes Served also as worksheets and
as a means of recording the main points of discussion. Often these were
worked out by the stuéeuis in pairs or in small groups. Given the language
difficulty, the ideas were usually outlined on the blackboard. This
activity had the addec¢ advantage of furthering the dévelameEf of language
" skills and v&:abulary, Topics were frequently introduced by such strategies
as brainstorming, an example given Ey theBTesearcher, a quésticn raised
thfnqgh the study notes, a ﬁicfﬁre or statement from the students '
"religian text. Follow-up activities took .the form of a class graffiti
board; perscﬁal reflection, either in wrlé;ﬁg or by thinking, around a
: setfaf related questlons an aral summary;’ or ideas and questions presentedI
by thE studeﬂts. There was some attempt to encourage each stydent to keep
a persunal log and to build a cumulative values vocabulary list.
' Oné effective strategy in dealing with some-questions was. to ask
for a one-word answer (yes, no, sometimes). The students divided them-
selves into groups around these answers and gencrated tﬁe best reasons
they ccﬁid in support of their position. These reasons w?re heard,agczorded
‘in a blackboard outline, and discussed as to their.pros and cons until
%ssome dominant ideas beghﬂ to emerge Thére was never an explicit attempt
. to reazhi§ QOﬁScnsus. Rather, the quast;onfcﬁnﬁtantly ralsed JZS what )
would maﬁéhmdst Sensg;fcfithem, based on good reasons, given their particular
situation with tsgard to the issue. This EXEfCiSEJMAS.méEﬂt to demonstrate’
¢ the complexity of values questions and the need to take account of as many
J as p6551b1e of the rglevért asPectaa It na&essa}iiy inv$lved their con-
sidering all t%g reasons glv?nggass ssing the relative mETltS of these N
reasons; learnifig how to disagreé, and thiaking of consequences: and.

E : l“-:' i -
‘éxceptlons. S : L

= A

Dther ECEIVItlES wh;c}‘lculd easily have been ;ncludeﬁ were role-

L3 5

X,
playingj$the use of f;lmsi a mcif extenjive use o  vraphics, debates

collages, summary Chift%. Ncne=@f these was aétually used, One practlcal»ﬂq

€.

4 ,Teason was the brevit y of each teaching perlod Another reason was (the S
o T
. égi researcher's 1nterest in concentrating on one basic method - the dlSS&SSlDﬂ '

i\‘ approach - to assess 155 feasibility on its own merits. v

3. The notions of ~values and chaﬂges in llfe and their relation to éne-

"i

ahothér were dealt with during the 1nxt§al two months. The topic of changé

was éurrently b21ng studied in the religion prograﬁf Hence came the attempt

‘{3 to 1ntegfite these ideas into a valies cpntext.
~ "Values" Wasﬁgposely dEFlﬂEd as those thlngs which are 1mportanzssrf

F . . . - ,':r‘}‘ R } ] /- ;1

.,
I
—
—
"
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: worth while in 11f§§§ﬁ§%ﬁhlch we really want\ta acquire or achieve., They
are the reasons motivating our dec;sians, many  of which inyolve some change
~on our part, particularly the kinds of changes we del;berately choose.

. " Within that. context, we then explored, through study notes, the
students' experiences of change in different aspects of their lives. There
was an gt:tempt to show how one‘changé necessitates cthérs and how these ;
* ‘can be reflected upon and chosen in reference to specific values or goals.

The students learned to ask 'why' - not once only, but for as many
times as they could find an answer. Although this was difficult for them
at first,*they came to enjoy thinking about some change they wished to
bring about in their lives and then justifying it at as many levels as
possible. The first discussion outlire (at the end of this Appendix)

indicates the range of topics covered.

Another theoretical question dealt with was the relative importance

f'\ of values or goals. The words "immediate,' "intermediate,'" and 'ultimate!
were introduced to help the students reflect upon this kind of relativity
among life goals. (See discussion outline #2 at the end of this Appendix.)
The activity used here was 'to move from concrete, specific values decisions
(immediate) through intermediate to ultimate lévels of value, and then the
reverse. Several examples were worked thrcugh together and then the students,
in groups, worked.out examples of the;r own far presentation to the class_
Together the students and the researcher compiled a 1list of 20
L values which they considered important in life or which other people tQId
! them were important. We then attempted to categor1§g these values as <o
u, their relative importance and to discover their 1nterrelatedness always
within the context of the 'why' question. This helped the students to
begin to identify a set of ultimate or fundamental values for themselves
and to. bEcqme aware of i‘he need to consider these in their concrete,
day- ta day choices and decisions. Because of its theoretical nature, the
jdea of the relative importance of life goals presented a serious learning
. chailéﬁge*for the studentsi At one point, the researcher was-prepared to
; drop the matter, but the studenxs held out until they were able to come
 to some understandlng It proved to be an important exerc1se for it
prQVLgéd a~framewprk fgr future reflection upon and discussion of values
and an effective.strategy for doing so in the form of the question 'why."
« ' (See discussion outline #3 at the end of this Appendix.)
' 4. A unit on Famlly was introduced in Ianuary to EDlﬂCldE ‘with the

-« beginning of a Family Life program in the regular currlculum.

ERI
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‘brainstorming session which took the form of building a class word-collage

Eféf?nna had a chance to contribute ideas*évoked by the word "family" in a
From these ;daas; the students SElEEtEd_tOpiCS for further study. These.
came under the general headings of relgtianships within the family, the

question of autﬁarity and control, feelings among family members,. and

5

--ways of expressing Feelkings. The discussion outlines used for this study

were maiﬁly'adapted from those prepared by members of the Moral Education
Project for primary grades.
~ The introductory discussions fOEuSSEd on the helping relationships

within g family. The students compiléd a list of specific ways in which

they are-helped by their family'and wa_s in which they, in turn, contribute.

The limitations of the helping relationship were seen through the question

of things their family might like to dcffor them, or they for their family,
but which they are unable to do. They also considered the many areas in

which families need help from people outside their own group. The object

_of these exercises was to enable the students to gain a perspective on

the varying dEgTEES of dependence, interdEPEﬁdeﬁce, and independence which
exist among family members. R | -
The quest1on of authority was opened around the principle that
parzrts and children in a family should, as much as possible, decide fﬁi
gethér what to ic.fThe kinds of family decisions iﬁ—which these students
ieé‘ tuey would like tc share were such things as major Tepairs on the

no:se, buring a cs', taking a trlp to the mother couﬁtry or moving back

" there permznont Ly, even what celour to pf,g,lnt the pérleur They were

«tlling to :ugnlze3 however, that they had not earned the mOﬁey vequired

e

tﬂr such undértakings and that the;;iscked experblse in most of th55ﬂ

_:mat;erni {'T could tell my father hHow to fix thE/house and it mlghtn—t

wo'k out. And then, what . .[") Eqpetheless, they would appreciate being

cons..ted in som. Ay. In ciner gatiers dealing more closely with their

own livzs, they fo that ¢! =y should ! we a major péft in the decisions
and thar th: parents' role :hould he to advise or to point out possible
varmful consequences. Fxe-ipies of this 'sort dealt with how they spent
their ‘own'' moaey which they had eithor carned or received as gifts,
what high schocl they should attend, the c¢ouvries whey should choose, héw
sey decorated and kept their wwn rooms, the leisure activities they
Tursuad, aﬁdé}he frisnds :hey chose. Areas of ~eonflict rather than of
shared daciéion~making'hezame central.in this ﬂiSEJsSiDﬂi

-

It was here that the theory of compromise was introduced. In



relation to the conflict situations described by the stude:r s, we explored
ways in ﬁhich both they and their parents‘might "give in" to some - degree, -
in'order to find a solution %atisfactory for everyone. The ‘students

attempted to-jfggsst Qﬂr“rﬁﬁ‘se% to help each uther with the problems they

had raised.

Peter collected . cers. His mother would not allow him
) to hang ther in room because they marked the wall. He
’ could fix the ¢ rods which would require only a small
pin-hole in ° wall, or he could fight for ohe wall (or |

two') and. let~her have three (or,two') clean walls.

Karen collected étampsi Her mother did not approve of her
spending money on old stamps, even though the mgney had

been given to Karen as a gift. She could agree to. spend -
only a part of.it on stamps and to use the rest for some-

thing her mother'would approve of. . o

) Mary's parents were insisting-on a ‘high school for her
which she did not want to attend. The students félt she
should work out hér reasons very carefully and present
them very clearty: ' Then, she could agree, if necessary,
to attend the school of their choice for a stated period
with the understanding that she could change schoolgy at
that time if she were not happy; They saw also that the
compromise could be worked out in  the opposite direction.
She would start at the school of her choice and change
4at the stated,time, if her parents were not satisfied.
< i

The EGHEEPt of arr1v1ng at warkab]e and satlsfactary compromises

L]

'was another 1mpoffant vallés perspective the Students developed and
frequently applled in aubsequent discussions.

5 Another authority question dealt with in scme detail was whetﬂér
children should alWays do what their parenti decide is best for them.
In this dlSCUSSlGﬁ they came to grips with tne complexity of the question.
They cgncluded that a sound and broad perspectlve was /required to give
due consideration to such factors as the age Df the ihlldréﬂ, the content
of tie decision, the consequences.of e;ihef‘f’TIGw1ng or not following the

parents' wizhes, what the parents were like, what the ch11dren were like,

what cgmﬁ}omiie solutions wer: possible, etc. They disti {
listening to and seriously cons.dering the pareuts’ POSi%ilﬁ_éﬁd
adopting that position as their own. "

A’ major concern for these students was the feelings tbfy experience

within their family group. They' exploréd a wide range of/feelings - from

happiness, security, and gratitude to jealousy, anger,[erusrrassment, and
loneliness - the 1mpartance of expressing such feallngf, appropriate ways

of doing 33? the lmportaﬂce of de-coding behaviour .in o der to understand



their own ond others''/ 1lir:s, and situations when it is better not to
express what one is f: +: g
, The final question discussed-was that of equal treatment of children
within a famlly The students had a strong sense that all children should
perceive that they are equally lovad and valuéd by their parents. When
7 challenged by the éonsideréticn that a parent might like one child better
than another, they countered with the idea that the parent should not
“ ' show such a preference or should do extra things for the other :hildfeﬂ
to make up for it. They did concede that there were some except;ansi Sick
or handlcapped children might rective more of their parents'ét;meg care,
or money. But, under normal circumstances, each child should receive the
same améunt The quéétién was raised whether parents would'be right to
spend a considerable amount of money for one child te go to university -
;hen another child in the famlly was not interested in cantlnulng school.
thought of awcompromlsei The parents should give both ch;ldren the same
amount of money, to one for university, to the otfer for whatever the
~.. - child wished.” In the event- that the parents could not afford this double
expense, neither child should receive .it. The idea began to emerge that
. there are so many diffsrences among members of a family that it requires
a considerable amount uI uriequal treatment in order to bring about Equality
chever thls ‘idea was no* thorcughly examined and it seems doubtful that

many stufﬁnts inderst t00d ar weie mvinced.

e

D." Analyeis and Critique N ‘ }
il. The brevity of eac,s 5.vyina y,ngti%uﬁed the major limiting factor in
this © v, Discussion was often interrupted at a critical noint because
~ the 17 . nute ~eriod had ended. It was somctimes difficult to rec 1pturé
;Eg “nese afies .everal daygi Thisefragmentaticn caused considerable iag

in proce Jing *hrgugn the various tDplES When group work was involved,

there was never t.n2 on the same day to prESEﬂt the reports to the :lass.

* As a result, the material frequen:ly lost Significance by being held
over through several sessions. In the interim, sometimes both Study-no

st* and enthusizsf werc misplaced. It would have been better to work ‘withyn

the Language A+ts program in which larger blocks of time were available.

2. There has bion a lack of systematization in the t0p1cs cevered ThlS

1

has arisen from(the experlmgntal nature of the project “and fram the TEE
searclter's concern to incorporate input from both the students and the

" teacher and to remain within the general areas of the Religion and Family-
{

e

|
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Life programs. However, it was not the aim of th: project to systematize

a program. It was, ratherggto test the feasibility ~f studying values

issues throﬁgh a discussion method and to help students develop a theory

of values based upon principles and drawn chiefly from their own experience.

Through this experiment, the researcher is assured that systematization

is possible within a number of subject areas. It would be more effective
Lo and therefore préferables h6WEVEr, to design a values curriculum inﬁits

" own right, independent; but not unrelated to other subject areas.

3. One important aspect of this study was the consistent feedback from
the students and the teacher. This kept the researcher sensitized regarding
the significance and interest of both the approach and the topics, and
aware of special needs, such as the need to be verygzcncrétej to develop
vocabulary, t@_%elect examplesnreflecting tne studentg"cultural back-.
ground, to do most written work cooperatively, and to encourage students
with language difficulty to particiﬁqteg
4.. The étudants genuinely seemed to appréciaté naving a forum for
reflegtiﬁg upon and discussing aspects of their 1ive5‘whi¢h are generally _ﬁﬁ}!
left out of regular classroom work and which are often not open for |
discussi@n‘hithin*their families. They learned to disagree‘hith one another,
to defend op?asite positions on many issues, and to iisten critically te
other pétﬁts of view. At the same tiqs, there was a climate of mutuai
support and of learning from one’ another. Some students obviously grew
in self-confidence and were proud to ccntribut§ their ideas, even though
initialiy they had been. shy to speak. Others gained recognition from their
peers for having a porticular gbility to think of importapt excéptiqné}
to raise question:. 0 generate practical, everyday examples, oT to bring
wise or humorous insight to bear upcn the discussion. In their final

evaluation, the stulents were unanimous in stating that these sessions

had been helpful for them. g T -
. 5. In terms of values E?éafyi'vhere was streng indication that the students
had learned the impoﬁfance of L ustification based on sound reasons. Often
a statement made bx,dne sfuderit\was challenged by thez question "Why7"”
from another. Positions pfeaentgd by the students were often phrased:
"1 think this is right because . . .,".or "I disagree with that point
because . . .," or "He should try it tﬁis way because. . . ." One student
summed it up this way: ”Just{;Eifgiﬂg about our big question "Why 7!

* really helped me." The students also seemed to have grown in their:

recognition of the complexity of values issues and there was noted

Aruitoxt provided by Eic:
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defélapment in their ability to include a range of relevant aspects:in
regard to any one issue. They made serious atténpts to consider other ways
of doing things such as expressing their feelings of anger, jealousy,
gratitude. They seemed, too, to have developed an attitude of readiness,
;@'1gck for realistic and beneficial compromise solutiansr

6. The discussion method employed did not contribute’ to a dichotomy -

between the cognitive and affective aspects of learning. In fact, the way

" was opened for discussing feellngs what causes them, and how to cope

with them, In their evaluatioms, many students mentioned that they had

been helped, particularly through thesc discussions, to arrive at a

i

better understanding of their own feelings and the feelings cf their
family and friends.

"I think it helped me very much. I can now understand

feelings bec tter.'”

"I liked it when we talked about different feelings and
how to go about with them helped me to deal with and
also understand my parents' feelings. 1 was prepared
to give them a:chaice to talk and by thlS they gave

- me a better chance to talk myself.’ '

On this point, the conclusion of the researcher is that the reflective,

discussion method for dealin, with real and affective values issues

.compares favourdbly with method. based upon simulated, fictitious, or

vicarious experienau

7. With regard to ‘the questlon of content and process, an Either/qr
priority is rejected in. this approach. In a sense, both .were givens.

Once the general area of study vas determined, specific values principles
were set out as the content, and the ensuing activities aimed at
valldatlng .these principles, but ?$ver absolutely. The process was built
around dlSCUSSLOﬂ of the principles, illustrated by examples and examined
against couﬁtef—pésitions, It grew out of student and teacher. input and
all were challehged to consider, to re-consider, and to establish work-
able perspectives for themselves. This requires a long and complex
development, which a pf@ject of this duration could hardly acc@mﬁ}ishi
What can be said at this point is that the potential to do so appears to
be contained within a reflective-principled-discussion approach té values

educ:tion.

E. Summary
1. The most conv1n21ng feature of this study ha% been the sustained
.S‘ i 9 -
%éﬁfs’f' {: &)
: v/



’ interest and coaperation of the tudents. From them, the researcher

_into.thelr sensitivities about themsglves and towards Dthersj andflnto
their day-to-day attempts to structure their world in a workable, sensible
way. It seems safe o conclude that the interest factor was directly
related to the fact that the ideas and examples discussed were drawn
chiefly from the students' experience and were applicable to their life
situations. |
Another helpful aspect was an element of humour which several
students brought to the sessions. This often made it easier to be frank
and opened the way for considering non-conventional solutions or ideas.
It also lessened the emotional tension surrounding some issues and it
« contributed to a sense of camaraderie among the participaﬁts,
A‘racurfing note if the students' final evaluations was that the
- sessions were helpful and enjoyable. /.
"We had a great time,"
"It was fun discussing with one another about the
* . questions."

"I really.enjoyed the discussions when everyone got
a chance to tell their ideas."

" found the claSSE% ve v, very helpfuli I wish I

2. The use of study notes or discussion outlines haé proven to be an
effective teachirig resource. These provided a good combination of stxﬁéture
and flexibility. They served as an important commuriications link betwecn
the researcher and the students and this could easily be extended.to
include parents; they were used for oral discussion and for written
ESSigﬁmeﬁtS' they served for group interaction and for individual reflection;
they enabled the researcher to select and structure the content, but they
left room fcr students to contribute their ideas and to give direction to
the discussion in terms of their ‘interests and questions. If designed and
used in an open, inquiring way, ti.¢cse study ﬂDtég can become a means of
both structuring and democratizing theCclassroom dynamic, of having
students and teachers learn from and with each other, and of providing a

clear and concise summary of the major points covered in the discussion.

3. The quéstion of the feasibility of integrating the study of vaines
into som: other subject area remains - 1 n one. In this study inte g?gtlan .
' /
E2S :
S : 10 ' N
Qo A : : 31
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was limitei (a) to time, that is, twice a week vaiues were studied during
the religién or family life period and (b) to the choice of topics. There .
was no attempt to negotiate a complete integration or to ascertain: the
degree of transfer of learning across the subject areas. The hameraom
teacher dealt with the religion and family life content and the researcher
focussed on related values ideas and questions. No -doubt, it would be possible
and beneficial to effect a‘greater’degree of integration so that values
insights are brought to bear dpbnfthe subject matter at hand whenever the
occasion arises. But it was théjregearcher's experience, in this project,
that the tasks of designating values content,. ofiaesigﬁing,suitable study
materials, and of conducting discussions and various related activities
were sufficiently intricate, experimental, and difficult to be treated on
their own terms without the added requiremerit of adaptiﬁg to anathér
subject area. These tasksggnvalved new skills for both the researcher and
the students. It seems expédient, at this time, to provide unit: of study
which will enable both ‘rachors and students to learn to manipulate with
ease values principles and procedures before they are asked to apply these
in an incidental way within (he context of other subjects.

4. As implicated in this study, despite limitations of time, language,
and materials, the OISE approach to values education has contributed to
the personai and social development of the students and has constituted

afi interesting.and beneficial area of study within the school curriculum.

Q . [FER
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#1  cHANGE

1.

L

(™)
»

Think -of ways in which thinus have changcd for you:

a) in y ur school life
b} in vour friends

c¢) in your family

d) in your interests
¢} in your bodv

f) in vour fenlinas

g) in your abilities
h)

i)

How manv of these changes did you decide about?
How - of ‘hem just 1aﬁﬁerad to you?

~an you identify any of these chanqges which have made your
life bettor? In what ways?

Can you ideatify any of these changes whic have made your
life more difficult or more complicated? In what ways?

N

What kinds of echanges might be nccessary for:

a) a bov or girl who wants to make the Olympic -team
in swimming, soccer, hockey?

b) a Grade .seven student who wants to be very
successful in school?

) a shy girl who wants to have a lot of friends?

d) a boy who often fights with other people at home and
at school (becausc he has a bad temper but who wants
to be able\to get along better with people.

sy et . - , : , ey
¢}  a family~In South Africa whe wants to emigrate to Canada.

‘What are some rquestions yvou would ask yourself before you

decided to change your best friend?



#2  VALUES AND LIFE GOALS

Page 1

1. Key Idea:

Ll ]

.mport

f the things which we value in life, some are more
rtant -and worthwhile than others.

Those things that are ..portant hecause they help
us sort out the facts of the situation, we call
IMMEDIATE values.

Thuse things that are very important because‘they
help us more directly achieve the things we really
want, we call INTERMEDIATE values.

\\
Those things that are the most important and worth-

while and that we want for their own sal=, we call
ULTIMATE values, \

!

|

2. Trying Out the Key Idea:
Tying “ut the /_idea:

Immediate

Choosing an apple
instead of a coke.
Intermediate Making hockey
team.
Ultimate \

"Being happy.
\ _

\m‘
[," 1



o Activity:

Page

IMMEDIATE
Why?
INTERMEDIATE N

Why?

Why?

Here is a list of things which this class values. For each one, decide
whether it is IMMEDIATE, or ULTIMATE and record it in the proper space.
Be prepared to explain why.

. going to school

learning

. completing homework assignments

reading books

loving .other people and being loved by them
having respzect for yourself and others
doing what is right : :
doing wha: you are told

. being kind and considerate

10. being attentive in school

11. having a good job

12. being helpful

13. being alive

14. being punctual

15. being 35 cgcd friend

16. not causing trouble:

17. being wealthy

18, beirg wise

19, having frecden

WO g O LI e Ll e e
. om o oo - .

7H

e s .beiﬂg happﬁﬂ
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' #3 GROWTH Page 1
(1) . , , o
¥ 1,. Tach word in the following list has one letter underlined.
The underlined latters make up an important "value' word,
. Figure out what the ward is and print it in the space helow.
herocs trust fear poals

v happiness wholennss .

- R . _ _ _ ,;"
5
& sp = x ) i . 3 5 *

. . 2. Think of ways in which each of tha words in the list relates
to the new word,  In the spaces helow, write one important = ..
tdea ahout each,

a)
1) .
c)
,yj' . d)
= . t‘) &‘"‘ r
o
et
et
v .
g =‘\‘ . f
— . , \d
: ()~
o . . L? i
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HTH

ik of as many waya as you can
shich you have grown gnd want to
-inue to grow.

o

ERIC
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. 5(u) For cach way, think of some
prople, things or events
which help you grow.

I)

d)

£) .

g)

"

Page 1,

(b) Tor cach way, think of some
people, things or events which
are an obstacle to your qEDwth.

a)

b)

i
uhoud



page 1

A. Principle for Discussion: Members of a_family can help each other
ipﬁmnny”wnys;put,ngtfihreygrythgﬁgj

1. (a) ~ Ways in which my family helps me.

o g

(b) Ways in which I help my family.

2. (a) Think of ways you would like to help at home, but can't.

ERIC LT 100
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(b)Y  Think of things your family would like to do for you but can't,

(a) Think of times when you needed help from people outside your
family. y

(b). Think of a time when you had a problem and had to decide on
your own what to do ab -t it.

Principle for Discnussien: Parents and children should decide together
what te do os mach

T

1. Think of rome family decisions that should he decided by you and
parcnts togother.
| 1

L
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2. Think of some ways In o which your ddeas could help your parents
decide what to do.

3. (a) Should parents always Jisten to their children's ideas?

4

(1) Should childres always Jdoowalt their parents lecide oy
best for Uh

El{l‘c | , 1(;:; .
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Who PEELINGS WITHIN vH) FAMTLY

s 2 e

5

) , :
(A Principle for Dineussoaon It i nmpartant tor metdicre vl g talei by to

show Lho b Foo i g to vane atieb i e 8 beat the v b Zz*‘f{‘( [T

it ’;k‘g -

1. Make a tist of different }V“ll?u* whiil peaple somet imes have,

2. Where do our feelings come from?

3. (a) Can you think of a time wher someone burt you bocause they didn't
know how yvou wure feeling?

(b} Can you think of a time when you hurt someone because you didn't
know how they were feeling?
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#5  FEELINGS WITHIN TUE FAMTLY Fage 2

4. (a) Think of different feolings which you somel imes have within yout
ramily., Write snme of thess {n the spaces halowi

(1) (viy SR 5 B R,

(iv) Y Y

(LY Think of Jiffetent wave veu oan Lot your family kpow abouat the

feelings you have written abnove,

{c} Por each of the difforent ways you have thought of, figure out
what ix likely to happon.
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'p clpals, readlng, CGﬁtaCt with the leading names in the fleld hadn't

yielded any satisfactory answers for me. _
h With all of these basic questions and Me more specific question. -

How .can a ‘values EiscussianaapP?oach be developed withinga middle school

JLanguage Arts program? -~ I made contact with‘a g;ade 8 teacher'af Lahguage

.k

‘ 1 Qbserved for six weeks (abouf three tlmes a week). I wanted to
;get to know everybcdy, but more 1mpcrtant1y ta see the direction the work
was taklng first. I was looking for the point of entry for a values pragram
and I couldn't find it. .o . , &

qually, I suggested a program which had classes scheduled fcr values
discussié%s which (hopefully) would arise from .the material; we regrouped
Ehe students énd I started nine weeks of work with my own group of students.
7 ]In the past 10 years of d01ng educational research, much of it was
dry and boring - -this tLT?\It would be very different. This time I would
meet and care about Kevin, David, Carolyn, James B., John, James G., Lix;
Nicky, Heather, Sﬁcna, Cameron, fgﬁj and Mark, and I would become immersed
in their educatlcnal enV1ronment V =

These klds were chosen to be in a Speclal group w1th me because
they weren‘t doing well in the1r regular "‘classes. I was ccmpletely
unpre;udlced about them since I ‘didn't know them, personally (although I
had already spent six weeks abserv;ng their Languaga Arts classes) All
of the students were grade 8 advancement students. Very fortunately a
small seminar -room was dv,"able for our; use,, 'so I set.about putting itf
in order and gettlng tables and chairs; the dEFQratlng w0u1d “tome later,

The kids came in and I didn't even: “know ‘many =of thElf names. They

/.

had questions: ‘why were ﬁhey there? was this the dummies group? did théy

" have to stay there? I tried to answer, as best I cculd giving them hope

“for good things to: come They christened themsalves the "Loaﬂey Bin,

(This was really more accurate than "dummles" because indeed" they,WEre
not stupid at all but had a mixture of problems whlch didn't ‘contribute

to their happiness and creativity.) ) ..
°

The First Week ‘ : : ‘ :
The flrst week vI tried my hardest to get them to talk about what had been

planned and what was being talked about in the other LA classes. It

a good and 1ntere5t1ng topic: myths CTheseus and Perseus). But I 51w

minds wanderlng, .didn't feel that I was maklng contact with thelr lives -.

mythsjjhst meant nqthing “to them, I thought, well, they need to really
.{P-i = - ' ;'.' . : B .

=
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understand Qhét myth is allggpaut'so I gave them three pages to read on
"What Is“azyyth_ﬁ Some could ieai and obtain the information from thef
articles and some couldn't - but I still did not feel that we were near
their writing skills for, one period. This forcing was very hard work.

* "What iS;EMP?i?éZHW?" 1 wondered, and, 'ilow is 1% madg?“ "What gﬁrri:g?um
is right for this group of kids?" They don't like writing skills. The
grade 8 LAvaaEHéI%§QQ%I had set up a program, which looked like this,

1. for our nine periods inﬁ%hézsixsday cycle: : .
Day 1 - 1st LA Period &~ Input* '
2nd LA Period ' work en_input o

"~ 3rd LA Period values class on input

Eadi
i

Day st LA Period i expansion of topic

Day 3-- lst LA Period writing skills

NV
]

Day 4 - 1st LA Period cinput

Ist LA Period ' . work on input

Ly
i

Day
Day 6’aélst*LA Period work on input
. ‘While all this was going on, we kad been struggling with some things
that were of vital iﬁportance to them: what could they bring in, or put
up to show themselves, and what was their pléce, or s?ace, in the room.
I set up a'space on the bulletin board for each kid to put whatever he
or she wanted on the board. We brought‘things in: records, plants, posters,
pictures of pets, pictures ffom magazines, and I brought in a Mexican
‘blanket. | : { : -

‘There was considerable concern aboqt‘whéré people would sit and
how the five tables would be arranged. I had put»faur tables togééier to

form one large table for the first class. They "didn't like it.

FIRST CLASS

One boy said he would make a better arfangément, I encouraged this and
they decided to.rearrange the tables and did. The room now looked like
this: '

*Input topics: Theseus, theme, values, grammar, etc. But nothing was
happening that looked like this at all. :

i
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*  FIRST CLASS

I felt it was very important that they arrange and carge for their
own space (with help, of course). - %ﬂ
The other important thing we talked about was respect for each
other. The kids would insult each Dther calling each other names such
as stupid, fat, short, etc.. I made the first and only rule of the ciass:
no insults. It was necessary to make th& rule because they did not have
enOugh maturlty to be appealed to, or to be able to simply talk about
it; in addition I was insecure about how to proceed. So we had one rule
and they accepted it. )
By Friday of the first week, we had gatten to know each mther That
day we were scheduﬁed to talk about what qualities of character make a -
i hero. s They caime in all excited about zreatlng mazes (from the maze at x
7 Knos s0s which Theseus solved). I floundered for a moment, thu» though;,
Why should I try to turn them in the direction which I had y - ied? Why 7
‘not let them, encourage them, to follow the excitement about making mazes?
What was so sacréd about the qualities of a hero? So we did mazes, some
very intricate and interesting. They were involved, ‘creating, producing:
I would like

excited. At that point I asked myself what kind'of workers
to see shape the world - peaple who produced things out of their own
drive or people who were good.at follcw1ng directions and did very nicely
what’ they were told? Which dlrectlon should education take? Should those
- -students make mazes or talk about the qualities of heroes? Neither topic
is better than the other: But on that day’ making mazes was ersattug,
doing samethlng ‘else would have led to EQﬂf@PmLty; (Is 1t necessary to
reassure people that following directions in itself is a good thing?
This is not the pbiﬁt.) It ean be decided whethér the goal of education

is encouraging people to give out, to produce (and hence they must be

- K
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—actively involved) or to achieve certain things whlch are felt to be
% necessary. These things ‘may indeed be necessary but are they worth putting

students through a process of Q{ways doing what somebody else has determined
they should do, i.e., a process of conformity? Such were the questions in
m; mind~from the first week of '"teaching" these students.

What LA things had we actually done that heek?“Dn the one hand, I
had them (1) go over the story of Theseus, (;) read about what a myth is,
and (3) work on their writing SklllS; they had created mazes. On the other
hand, there Qere!other LA thiggsi not usually found in>textbooks, that we
also did. If writing is basically Expres%ing yourself, your ideas, then

*  bringing iAQpersonal things is part of that .process. So manylstudents

brought things - words, pictures, posters - that they liked. If writing
is basically eﬁpressing yourself and your ‘ideas to others, then insisting
that people respect each other is part of that process. So we égreed, for
openers, that.we would not allow insults (which were more of a habit than
vicious attacks, but-they still hurt, nevertheless).

Did we do any values things that first week? Well, we did not discuss .
"the use of rules," but we did make one rule . and had no others (except that
‘we followed the legal rules of the school around supervision). We scemed
to be following a course of "doing values" as distinct from 1?arni£é or

talking about values. So the first week went.

The Second Week
Monday of -the second week was really a turniné point. I went into Monday's
class already to go with a disc u551gn of the qualities of heroes (we
still hadn't gotien to it). But as I launched into. the discussion I could
seeéthey weren't interested and 1 finally simply dropped i% all. I asked
them what they really wanted to do with their L . They wanted to i
read books and make posters and reports, they wanted to do spelling, ‘and
they wanted to read shorter pieces from anthologies. So we started off
to do what they were interested in doing - a very major change in what
was going on in the cluss, Jfﬁﬁ

Another major change happened that Monday . The}e was one boy who
simply riled against anything we were doing (of course, taking others
alang with him); he was very down on everything and the other kids kngw
it, At that tlmg, [ simply could not handle him plus the other 12. I
talked with his regular teacher,‘who felt he could take him into. the
regulgf LA clads and he wauLd do all right there. On Tuesday his stly in~

- the "Loonhey Bin'' was terminuted. The 12 remdlnln& were shocked and.aekc
s

. ’ . g

[ =
at

!l 1 i

s

-
'




why he had left. I told them that the boy was not getting that much from
this special situatiof, and -was always disrupting what we were doing. They
w;re quite sabered by the jncident, but they were not unhappy to lose hlm
By wgdnﬁsday, the group had indeed come together and they began to

take all kinds of 1n1tiat1vei they transformed the room by bringing order
into it and decorating it - I hadn't told them to do this, they simply
did it (id yhat{little time they could squeeze out of their incredibly
tight schedules). They appointed/volunteered for jobs in the room, and
also elected two "class representatives,' gave them special responsigility
for the conduct of the group, and decided that they would supervise them-
selves for the two periods which I couldn't make the next day. They also
planned a luncheon for the class the following week. We read a poem
together, and one student read a really f&ﬁny poem which he had written
and everybody listened and appreciated it.

' THis felt so much better. The group was logsening up, giving and
taklng much more and I was working with them now, not against them. I

didn't worry about what LA and what ‘values we had done that week. I X
started worrying about how I could help: that quiet kid come out, how I -
could help the kid who spent all his time playing at blowing things up

be more constructive, and so on. I was becoming very involved with each

- kid.

¥

The Thzrd Week

This was our first wcck of really working together. My pasture as a
teacher Cf?ader, friend) was now quite different. I would think and feel

a great deal about differeit kids and;try’to'get a feel for what they
needed, individually and as a group. 'I felt I had always to be poised

and ready to respond to the direction in which I felt they were travelling.
Many times’in the next six weeks we would do éamething‘quite unexpected
because it wds necessary. But the third week was pretty calm. We bégan

by planning together what we would do for the week. We set the week's

classes.up on the board so we had a beginning on the skill of organizing

" time. We did this each week from then on.

I guess this was the "honeymoon period" of our relationship: we
had lunch together twice, more things were brcught in including a gerbil
(our mascot, Fredd;e) and an electrical circuit, we did spelling, reading,

writing, and attended a theatre performance at the school. Two boys made

a desk organizer for me - it was a charming surprise. And, once agaln they
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Fanted to reorganize the tables. So they made them, look like this:

i

| o | GERBIL
i

=

® - ME

® :;] THIRD WEEK

Notice that one student had a smaller desk by himself. This was

very good for him because he needed a lot of his own ‘space .around him.
It was quite obvious that this was a benefit to him because he was a
sérang voice for order and cooperation in the class.
! As a result of the coming togethef during this week, I began to
get a clearer picture of what sori of life these kids had at school.

1'was quite struck by the way their time was organized,

\@orniﬂg i _ -~ Afternoon .
5 minutes in homeroom 5 minutes in homeroom -
9:05- 9:45 class 1:07-1:44 class
9:45-10:25 " 1:44-2:21 "
10:25 11:05 " 2:21-2:58 "
11:05 11:45 " 2:58-3:35 "
11:45- 1:02 iunch 3:45 bus leaves -

I imagined myself within a time structure like this and observed the
following: ) ’ U T

i. Lunch was thF only‘ﬁime during the day in which you could relax with
your friends. However, this was not very possible because the whole
*ééneral purpose room was jamned with Lundreds of kids, all talking at the
same time. And as soon as lunch was over they had to go outside or they
could be quiet in the library. No wonder they loved having 1un2b;tcgether
in our seminar room.

2. I also realized that travelling frcm class to class wds quite jarring
becausc the teachers didn't know what was going on with other teachers.
It is like visiting different houses on your street and being offered.

first pizza, then fish at the next house, then chocolate cake, then

11¢
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hambufgers, then grancla and yoghurt. You get indigestion. This situation
was driven home the day the class came in after taking a gruelling science
test; they were exhausted. They needed to come down from that period,

just relax, and get themselves back tuogether again.

From my own experience and observations of many friends, I have
become increasingly aware of the necessity of developing a sense of how
be§€¥tovuse time; it is a real art to use time créativelyi‘l couldn't see
how a time_siructure‘like this would lend itself to allowing the students
to begin to realize that they could learn how best to organize their
time. Why aren't organizing space and time important "subjegté" in school?
Does the school have to lay it all out for students? Under such constraints
it is a bit unfair for a teacher to claim that 'he doesn't use his time
well" because students don't really have any time that is theirs.

The second important part of their life which I gained some insight
into is "marks." Marks have a life of their own; they are sametﬂang to
work for. They are not necessarily related to any form of preduction by
the student. It is more like marks give an overall grading to the studsnt -
like eggs or oranges are graded. Marks are first and primarily (for this
particular group of kids) what they bring home to mother and dnd. .

For the first papers which I "graded" I wrote all hinus of ohserva-
tions - what they had understood, what they hadn't, what was the naxt
step in learning, and, since 1 was working within the system whion was
set up for all 60 LA students, the "mark." It was quite clear that the
mark was the feedback which they sought and that my attempt ar dialogue
on paper had a very long way to go. Learning how to write an essay for
them was chopped up into various unrclated assignments just as the day
was chopped up into unrelated periods.

S0 We‘had fun that third week and my questions continued to roll
in. k
The Fourth Week
The fourth week saw us do the LA activities they were used to: learning

how to write essays (disliked but familiar), spelling, reading books,

very exciting or creative was happening. A few new activities and pro-
cedures were introduced: playing a spelling baseball game, evaluating
their posters and dioramas together (studeﬁ@ and I), and cleaning up the

room at the end of ‘the week. Of ‘course they' changed the tables againg it

now looked like this:
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° FOURTH WEEK

Everything was going élong on a fairly even keel until Friday, when
one girl asked me if the class could have a 'big discussion' next period
because someone was really bothering her and she didn't feel that hitting
or kicking was the séluti@ni So next period we put our chairs in a circle
and she told the person that what he was ‘doing bothered her. Each student
had an opportunity to say what it was about the Ether students, or me,
or the program thui bothered them. They raised veryiordinary issues,
insults, kicking, fighting, throwing plasticene, not listening to each
other and me, shouting, not enough tables, too much noise in the classroom
in general, and the LA program, i

Now at this point it is necessary to raise an issue about the issues
which they raised. Why is it that such behaviour is allowed to surface
‘in the classroom? This draws us into the real art of teaching. If too
much structure is imposed on such primitive behaviour, it is pushed down
only to emerge somewhere else. If too little structure is‘pfaviégd, no
progress is made on civilizing, making social, human h~ings. So while
such brash behaviour is not easy to live with, it sec as if some of
it was necessary. The talk came from the stﬁdents; that is, they were
themselves beginning to see the necessity of having some kind of order
between people. (They wouldn't have called it order, of course, but that
is what it was.) ,

So the things that bothered people were raised and;they‘béganité
see how their own behaviour and attitudes affected other people. It
became clear to them that even things which were considered quite innocent -

like makiﬁb‘fﬁn of people's size - could fgally hurt people badly. Although

everyone did not speak, I believe that everyone learned about how they’

9
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could get alcng’and (maybe) cooperate. And this was great progress for

the fourth week together (and is it not doing values?).

The Fifth Week 7

The fiftﬁ week really saw us diving into the centre of learning and -
creating. We began the week by a discussion of the LA program. Such
evaluations of where we were at and where we wanted to go seemed quite
necessary at definite points since we made the direction out of ourselves.
This time about the drcaded '"essay work" - learning how to write essays.
This part of the LA program was structyred around a book called 7he
Lively Art of Writing, which divided the essay work up into chapters on
Opinion, The Full and Final Thesis, and so on. Each chapter concentrated
on one thing and the students had to answer questions at the end of it.
Our discussion revealed that (a) the students were not opposed to learning
how to write essays, per se, (b) this book was too slow and reéetitive
for them, and (c) this book was not clear or deep enough for them.

. The class was very good at criticizing tﬁgkway the material was
presented. They pointed out that therc was too much padding: a point
would be repeated over and over. They also commented that there was a lot
of time spent on quite insignificant points so that concepts of real
importance were submeryed in the detail,

"1 took our discussion homc and thought a lot about learning and
teaching. [ could see that [ had to be very quick in presentation of
material when they were ready and also know the material so well that
I understood the heart of the matter. Let me give as an example the topic
we dealt with: how to write an introduction to an essay.

oo As 1 looked more closely at the structure of an introduction, it
became clear that what was called for was the ability to recognize a
general topic and a narrowed down, specific topic from it, e.g., "Toronto's
winter weather has never been a dream (general), but this year is one of

the .worst winters in a long time (specific).” Expand ths.genernl and
specific ideas and you've got an introduction. This was the esscence of
the lesson on introduction - it didn't take six pages of writing about
it plus 10 questions to answer. But what was necessary was to show the
idea of general amd specific ideas and give help with that where necessary.

The following day | presented the lesson in exactly this way and
they enjoyed it. They were not against learning essay writing in this
way. As T think about this now, | sce that the wvhole exercise was.in

itself a very good learning experience: find ont what is not satisfactory,
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why it¥is not working, get together resources to impro?é it, and try it
in a new uéy; (Is not doing this values education - active involvement
in shaping your learning environment?)

" A second very important change happened this week and it was
initiated by the same person who had asked for the big discussion about
people's behaviour the previous Friday. The student decided to do a play,
chose the play, and involved four other students in it. This was responded
to by other students very creatively: one student began to write his oun
play and a couple of other students created a series of cartoon characters
and began working on a cartoon to be videotaped. This indicated that they
were beginning to be much more actively involved in their learning - not
just going along with what someboedy else set cut for them to do.

Of course we continued our usual excrcise of organizing the LA
periods for the week and changing the tables around to meet our needs.
The stuéents managed to obtain ors morc table so that wo cach had some

nice bit of space. The arrangement now looked like this:

ST

- . N
. ME : LJLJ

[,- . FIFTH WEEK

The Stxth Week
This was only a three-day week because of parent interviews about report
cards, but it was busy. Ten of the 12 were actively involved in play
Epraduction. play writing, or cartoon praduétiani We rehearsed one day,
had a dress rehearsal the next, and presented to the other 50 LA students
the following day ""The Case of the Frustrated Corpse." Two things were
noteworthy about the presentation.

First of all, one of the actors got the flu on the day of the

performance for the whole group. There was a new boy in the grade 8.

1
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The other two grade 8 teachers were quite concerned over how he would be
received by the grade 8 students. He was brought forward by sonc of the
students from our group to take the part (he had acting experience and
loved it). He did very well in the play and was accepted by our group.
He wanted to join our group permanently, we thought it was a good idea,
and so he joined us.

Second, we made thc play presentation into a iCarnRINg expericnce.
It was presented, then the actors and the audience taiked about its
strengths and weaknesses. Then we put it on again (1t lasted only about
10 minutes). In this way play presentation began to be more of an on-
géiﬁg process and less of u one-shot scary ordeal. As a result of this
play presentariosn, some of the other 50 LA studenrs got excited and zlze
wanted to do plays. And our entire group decided to write a play for
Christmas - and all be in it. Two writers came forth and set out to
create a plot over the weekend,

Meanwhile the three cartoon makers kept worhing, but entered inte
a long period of frustration because of faulty videotape equipment. This
week we were just too busy to think about whose table was where.

s £ i SEoae

Tha Seventh aud Elghtn devea

These two weeks - just before Chriswtmas - flew by, We all worked on the
éﬁgt of the play on Monday. We had some disagreements about whether
people should die (be shot, blown up, ete.) in the play. The new boy
pointed out it was supposed to be a Christmas play and therefore should
not show death but positive events. | exercised control here. I felt that
it was not healthy for these kids to act out killing and dying. They had
too much anger and aggression toward ecach other. o consciously made this
judgment and led tham in this direction,

By the next day, the script had been worked out and some of the
kids found time to write it out, run it off, and distribute it to the
¢lass. This was the day before the entire school's Christmas concert.
Many of our class had band practice and all classes were cancelled. The
general level of excitement and aniiety increased by the hour.

By the next day everyone had seen the script and there was great
dissatisfaction in the ranks. The chief writers looked distraught, and
I heard that two of the most important churacters were quitting. [ had
come into class prepared to go forward with the play. Full stop. (Another
one of those times when all action seems to change directions in a second
and the teacher must immediately get the sense of the new direction and
respond to it.)

12
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I did some fast thinking and talking and gathered the entire group
together to discuss a revigion., (I was astonished how much went on within
the group Letuween our formal ¢lasses. In this case, they had finished the
script, written it out, run it off, distributed it, dissatisfaction arose,
I found out, convinced one or two not to throw 1t out but o revise 1t,
this get around, and they came into the class at least willing to falk
about throwing it out.}

The entire group criticized the play - <ome wanted their lines
hanged, others wanted more lines. The amount of change was quite insignifi-
¢ant ceapared to the proccets which we went through,

Most significant is the feeling that case from the group that their
creation, thelr work - once 1t wias aut for xi! to ':%x?i;"s was ne good. The
biggest problem was getting thea to be more avcepting of their productions.
{I'11 dare to sav that this reflects the tredtment which they have received
from others when they produced something, ) This was the fundamental dyvnamic.

Onee the group began to feel a Little acceptance, they heégan to see
that they could change, revise, add to what had already been done. So,
they went through a 2uch sofe creative process of revision instead of
quitting. Amd, the revision aas traly done by the wiale group, that is,
the work of the two  writers was appropriated by the proup amd worked with
further, This was definitely Jdone o 2oone the writers feeling that they
had failed and were bad writers, This process of the group worhing tazether
%0 Far focked like this.

e ortpina! tdea to produce a4 play springs from student whg tneorporates
other students in producing o play

® group of students presents pla

e whole group sdevides to wrlte g play

@writers chosen and write pla

e proup responds to pluy and revises it

You can see that the asmportant elesents in this process are (1) the ideas
originite mith students, {J} there is 4 Jelegation of pesponsibllity ag
cortain times . 730 vhere po 1 shared pesnops:bility gt ather times, This
wis indeed a creative response amd shared responsibility - can these he
part of values education”

However, there e problems with going through a process such ax
this, irst, it should be noted that every group would not and could not
#o through such o prn:sﬁs,Afhe people in the group determine the form of
the wvtivity, -o that ecavh group eipresses 1tsedd in its own way . The
teacher's tash s to clivit the response of the group and help give a1t
form,

I
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‘ Jan., 4, 1977
is’ B - * ; ) -
Dear 'Dr. Beck:
For the last few months I've had Susan Pagliuso as my language
teacher. I'm in the Grade 8 advancement program at
Middle School.

Susan's a''great téacher, who understands kids well and discusses
our problems very patlently with us,

We really hate to see her go (my 12 classmates and I}, and we,
as I.said before, want her to st;y

I can't say much more except that we really want her to.stay.

Also, the program we had did have variety; we were allowed to do
the stuff we wanted to do most. I preferred essays, and also
=partlclpated in two plays we did. Now, that‘s variety. It's

not the average, everyday, boring dull work. We really had
variety.

. Yours sincerely,

‘Dear Dr. Clch ‘Beck :

The program w1th Susan Paglluso was not your average schcol day

~ it was fun because we weren't restricted, .educational because
we did two plays, read, did posters and baok reports. I liked
Susan a lot and she made the program really fun

Yours truly,

Dear Dr. Beck: o

I would like to say the program with Susan Pagliuso was fun and
educational. She made LA lots of fun and we looked forward to
it even more: than: Unlfled Arts ‘or Gynt or. Music.

She let us do what we wanted (within reason) and gave us extra
privileges such as luncheons.

I think I will miss her more than my other teachers. Because she

understood us, she was our friend as well as our ‘teacher.
Sincerely,
Everybody didn't want to write letters, and wasn't expected to.

1 add. these here as the §tudents'“evaluation of their experience.

o

General Evaluation
This was not the sort of planned school intervention with pre- and post‘

test results, it ‘was an exploratory study. Yet it is pasalble to talk
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hweek_out of their entire lives.

.about the changes and the activities which happened in three areas:

(1) hoﬁhthe students benefitted from the experience, (2) what kind of a

Language Arts program it was, and (3) what kind of a values program it was.

The Students. It's quite obvious that in general we liked each other,
worked hard, and had a good time. The amount of participation from the
students increased cvery week; they came out of themselves more and more.

Almost all of them really expressed themselves quite personally either

. verbally or visually or in writing; they found recognition and acceptance

and felt much better about themselves. Of course they were much better at

expressing themselves than at responding to others, but that was not

05

troubling at this stage.
The emotional climate among them changed from one with a lot of
hostility and bickering to one with much more good feeling and trust
between péople They wanted this and simply needed someone to help them
achieve it: to let tiem have their lunches, to help them have a talk from

time to time, to help them learn how to work together. In short, they

became friends. I think that they will have difficulty sustaining this

without the group situation but this does not decrease its value.

In terms of formal productivity much can be said. For various

reasons mény of these students had not done well in regular Language Arts

assignments: they were late or incomplete or missing. Looking at the group

as a whole (not every student), you could say that they weren't Qery

-productive. But once the terms of reference were changed to fit -their

needs and their perspective and their crcative drives, most of them
produced in one way or another and half of them did exceptionally well.
With help, students - showed much drive, or the ability to sustain an

activity over several weeks, or the ability to produce under time pressure,

or the ability to work together in creative productions (plays, cartoons).

I felt these were tremendous accomplishments.

Soméibenefltted more than others, needless to say. Ab0ut half did:
exzéptlgnally well, and the other half while they were not able to put out
as much, did come out into the group more and more. They were simply not
at the same stage to start with and needed much more encouragement. -
Spe¢1al help was needed for some kldb in some areas. But we had had only
nine weeks and our LA group was ﬂnly one to three hours, five days a
':\ﬁ
In general this program was beneficial to these students. The other_‘\

two tgaéhersginvalyed and the principal of the school also felt that



Qverall it was a good experience for this group of students.

The Language Arts Program. In onc way it wus a very gaud LA program, in
another way it was inadequate. As a program which dealt with the most
basic things about communication - the dv%xn to c;mmunicnte and express
oneself and an environment in which this is Qn;nuruped - Lh; program wis
good. And we uscd many traditional and somewhat newer forms to do this:
wrote plays, short stories, speeches, letters, poems; produced plays and
a cartoon; and had discussions, T
; The program fell short in that 1 dld not have many resources
personally in terms of the art of wrltlng and a knowledge and real.

appreciation of great literaturc. I wanted to help some kids in more

‘specific ways insterms of their writing, or operate from a deeper

knowledge about plays. It would also havesbeen goadihﬁ I could have put
my finger on just the right book for someone to rcad and s0 on:

It was clear to me that both of these resources- - the ability to
elicit and encourage expression and great appreciation and knowledge of
what others have donc to express their ideas - were very essential for a

good LA program.

The Values Program. 1f one considers the goal of a values program to be
building a group which cooperates, communicates, and creatively builds a
society (large or small), we were "doing values'" all of the time. Scveral
Qreas stand out as important.

) 1. Aﬁﬂﬂsphéég of PéSPSéF-FIt was obvious, once the students were encouraged
to express themdelves, that they did not think very much about the "other
giy." Some of then were inclined to throw insults, some hit and kick, and
almost all were terrible listeners. So we talked about respect for others
and 1 tried to show and ewpect respect between all of us. '

2. Friendship. Aloﬁg with building respect, more friendships began to

- form. Some people were already friends, but new openings gccurred: people

were "let in" to tight circles, old friendships became more creative and '

balanced, the new boy was welcomed, people who hadn't talked to each other
before now did so. The smaller, more informal grouping really fostered
this; in addition our many lunches together madc openings for friendships

_to build.

3. Responsibility. 1 expected these grade 8 students to be responsiblec
for themselves, the state of the room, and the general direction of their
LA program (which I would then translate into "action'" for them). In

L
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other ords, | expected them to take active responsibility for their own
learning rather than forcing them or giving it to them.
4. Rules. Rules, therefore, were kept at a minimum. It scemed that rules
can be used to take away responsibility, judpment, and real confrontation.
[ could see how the average teacher in the tace of 30 homeroom kids plus
probably 70 other kids to relate to in a day might set up rules as instant
reactions to various common situations, and some were necessary, But 1
found that therc were too many rules.

We set up three rules only for their own benefit: no insults; no
acting out of hostility and anger in plays; and students must always be
supervised (a school rule). All other matters such as gum chewing, swoearing,

leaving the room, and so on were matters to be worked out between people.

L.
i

Intelligent use of rules is very important for people's social
development. As children become capable they need to be aware of who

makes the rule, why the rule is made, and what are the consequences of
breaking the rule. Rules are part of the structure which the teacher

holds up for the students and their use can enable the students toQgrow

more dependent or less dependent on rules in order to know what to do. .
The basic philosophy about rules which [ used was: the greater the

judgment and responsibility, the less neced Far‘?ulcsg

5. Order. Within the same arca of concern, but more general, is praéfigg

in bringing order to the spatial environment (herce the classroom) and the
temporal environment (here all of the LA periods in.a week). The students . -
had the responsibility to set up the environment as they wanted. I wanted

to see if and how they could bring order into their space (world). It
Haakea pretty bad, at times - messy and dirty. But they had to see what
they themselves would produce (bad or good) without adults Completély
doing it for them.

As we already saw, they slowly increased the amount of order until

they achieved a fairly decent classroom, ordered and dgégratcd by them, a
which met their neéds as far as possible. If you think of doing this on

a larger scale, the ‘importance of the process becomes obvious.

We did not do as much to practice putting order into their time:

I think this must be a more individual or advanced skill. We did have
deadlines and organize our.week but this needed tremendously more practice.
Had we continued, the right situation might have arisen to enable us to
talk meaningfully about the c¢reative use of time. "

6. Treative response to discaticfaction. Young students gencrally do a

19
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lot of complaining about work and assignments (and  s0 do older students
for that matter), Why? How much practice do students put inoactunlly
changing a situation to make it more suitable for the people involved?
We engaged in this process on several occasions; I didn't realize at the
time how glu;xgl it iw for values education to promote the development of
a creative response to dissatisfaction. The uncreative response simply
leads one from complaints to discouragement to despair,

Could it be sheer coincidence that at the same time that we first
talked through how they felt about the essay-writing work, (and sub-
sequently chanped it), the first really creative thrust arvose? The re-
writing of the Christmas play was another example of working together
instead of complaining. The importance of doing gsomething about problems
¢annot he underestimated; of course, it can now be scen that students
need real responsibility in order to hc hothered enough by something to
be able to stimulate a creative response. The usual problems they scem
to have - like petting assignments done correctly and on time or bchaving
according to some less important rule - do not call forth creative
response from them other than figuring out how to endure the consequences.
Students must be kpvolved at a much deeper level than this.

So the values program grew as we went along. It wasn't really
Language Arts, it was the Politics of the Classroom - or how people
worked together while they did Language Arts (it could be any activity).
Indeed, depending on how you handle the Politiecs of the Classroom, you
do actually end up witﬁ*twnﬁdiffer@nt A programs, both in pracéﬁgﬁand
content . .

If we could boil all of this down to one bold and bald issuc it

sage given to the student by the teacher

would be: What Iz the basic me
and the school?
Is this the basic message?
"[ want what you have to give.
Your contributions are good. .
_ Your contributions are useful and meaningful .

I (we) will help you to increase your skill, knowledge, understanding,
and contribution."

Or is this the basic message?

"I want your math assignment.

You have made twelve mistakes.

Your pergonal contributions will be accepted only if they are part of
the curriculum. *

You don't know this; you're stupid, wow are failing, you aren't producing,
you are a pest and trouble-maker."

[ERJ}:‘ ' .légfi | ,
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when students do contribute something of thele pepy oy, how s the
students' work and creativity received? Is it received warmly and responded
to in a spirt of acceptance in which any inadequacies are used as a means
for the students to increase their knowledge and ability to_contribute?

Or are the students made to feel really hadly, as if they have failed, as
if their work is bad, or they are a burden?

The teacher (and school) is the one who accepts the students!

cuntributions as the parents (ard home) first did and society will do

later. If this is constantly kept in mind, it will be a great help in
dirccting our cducational system. If we want a socicety of cooperative
and creative people meeting the demands of building a society together,
then we must build an educational philosophy which gets us there. This

is our task now.

125 ‘
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APPENDIX 4
Case Study, Grade 10, Values Unit in a Religion Program

-

¥ A STUDY UNIT ON RULES AT THE GRADE 10 LEVEL

Report by Norma McCoy

A, Introduction

The topic for a unit of study in two pgrade 10 classes was Rules. This
study was carried out within the context of the Religious Lducation
program in one scparate school in Toronto. In this school, the grade 10
religion curriculum consisted of a general study of ethics.

The teacher and the rescarcher together selected the topic Rules
because it constitutes an important component of an ethics course. There
was no explicit attempt to deal with the subject from a strictly
religious point of view, ecven though some religious rules formed part of
the discussion. Rather, the researcher presented the topic in a broad,
humanistic perspective which included a wide‘rﬂﬂge of life experiences
of students of this age with respect to rules.

There were four 70-minute periods spent in each class over a two-
week period. The researcher conducted the séssions. The homeroom teacher

acted as observer.

B. Purpoges of the Study

Within the context of the general purpose of applying and testing the
methodology, the particular purposes relating to the topic Rules can be
stated as follows: ,

1. To provide the opportunity for students to reflect upon the general
notion of rules

2. To enable them to grow in awareness of the function and importance of
good rules for themselves and for society

3. To suggest a range of alternatives for dealing with rules which, for

[
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4. To encourage discrimination between beneficial rules and unimport ant
or harmful rules
5. To provide the opportunity for students to think abot the specific
rules which arve operative in theiv hives, to ascertain appropridte attitides
in regard to these rules, amnd to explore practival procedures for dealo
with them
6. To develop o recognition of the need For soumd justifieation in theay
deeisions ecithee to adhere to or ta reject certain rules
7. To foster a readiness to question, to oviluate, and to discuss with
others with respe.t to the ritles which impinge upon their lives

P : ,
8. To foster a willinpness for active participation in the political
life of their rulg-mﬁking institutions (c¢.p., the family, school, peer
group, church) -
9. To foster an awarceness of the diversity of individual needs and
reactions reparding certain rules and of the variatio of applicability
af any given rule in differing situations, ‘

e Doacpdptoon o] Do el

The materials designed for this study were adapted from live Beek's
unit on "Rules” in the series Moo ¥u doelory (1971-72) 0 1t should be

noted thuat they include three distinet phases: |

Phase | - A general ¢lassroom discussion of the idea of rules and
principles which are either not heneficial or not important,
This discussion inchiled examples of such rules and ways, of
dealing with them.

Phase 11 - A small group activity (five or six students per group) in
which students identificd specific rules of this kind operative
in their lives. The report from cach group to the entire class
included: _

1) reasons why the rule in question was not a good rule

2} an explanation of why the rule was formulated “in the first
place or why some peeple might continue to cngsidcf it
beneficial or importiant ’

3) alternative ways of dealing with the rule
4) likely consequences of either following or not following it.

Phase [I1I-(a) An individual activity in which each student listed reasons
. why good rules are important for themsclves as persons and
for uroups in socicty. From these, a class list was compiled
and discussed. ’ ,

(h) A small group activity in which students identified heneficial
rules operative cither in their families, at school, in sports,
among their friends, within their church community, from civil
society, or from themseclves. The group reports included reasons
why they considered these to be good rules. The entire class
‘reacted to and Jiscussed the ideas presented in ecach report.

[
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Do Avalynia conl CviET e

A reabistic assessment of this stady includes o number of positive factor.
In general, the Timitations arose more from the circumstanees under whioh
the study was conducted than from the methodolopy, Tt is difficult to
predict whether, piven a different <et of comditiong, these Timitat fons
might have been overvome or, at least, duminished, There were, however,

in the opinjon of the rescarcher, sipgnificant positive outeomes observable

through the varions phases of anteraction within the group,

e
s b bl

1.

(a) A primary limtting tactor was the lack of rapport between the students

ey

and the rescarcher who conducted the four sessions with each cluss. In oa
short-term project of this sort, the students were being asked to
Qccummndutt themselves to a teaching styvie and to a procedure with which
they woere untamiliar. The pesedarcher, in turn, was unaware of the dynamics
operating among the students and between them and their regular teacher,
and was not cognivant ot the wpecitie needs, interests, and abilities ot
the students, Althoueh o the process of interaction some of the lack of
rapport was overcome, 11 did tunction as o fimiting factor. The opportunity
to meet the students and to take part in several classes beforehand would
have diminished this particular Hwmitation, but this was not possible,

by the students in their small-group activities were of real interest and
concern to them. There wus not vnough time allotted to deal adequately
with the complexity of the issucs raiscd by them.

(¢) The cxamples contained within the discussion outline were not very
stimulating. The students themselves identified examples which were much
more significant for them and held more potential for discussion. These
exampli included such rules as respecting privacy within the family;

parents requesting that their children tell them where they are going;

not telling frieﬁds what other people say about them; keeping in confidence
what their friends tell them; receiving penalties for violations in sports;
the school-leaving age of lo; going to church on Sunday; school regulations
about clothing; reporting to homeroom at nine a.m.

{d} There was a strong tendency among the students to treat the experience
as a debate and as a challenge to win an argument. Hence, it was difficult
to encourage serious consideration of different opinions and to break down

the stercotyped ideas held by many. There was a notable division in one

13
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class between the boys and the pirels. In the discusnion of exmmple 94 an
the digseusstion outline, there was o strong stereotyped vofveption of whod
wits tequifed of an official church minister.

The students were also inexperienced in working together in small
groups and in discnsing faeiies Gnoa clans, This vansed conviderable
Jifficulty during the group presentations, Many stipdents woere cager to
contribute to the discussions but in peneral they backed skhill in such
routine matters s following through on an ddea, taking turns, Fisntening
to others, ete, Intervestingly vhough, they themselves aaked for time ont
to establish some rules of procedure.

hy Poaitive Fast

(1) The interest level for most of the students was high, since they were

it

dealing with rule-related issuen which were real and significant for thvﬁg
The desipgn of the materials, apart from the first phase, opened the way
for them to idenrifs such issues, There probably was some appeal in
boegininng woih the  cuatave consrderations coneerning rules. P owas

interesting to note, bowever, that the discussion in Phase 111 of benetficial

rules and of the importance of pood rules was as stimtlating and controversinl

as it had been with rule. they considered oppréssive or uscless.

(h) In the opinion of the researcher, the discussion approach to valuex
education holds great potential for activity on the part of the students -
individually, in small proups, and in the ¢lass as a whole. A carefully
planned discussion outline of the kind used in this study has the double
advantage of providing structure and direction to the teaching procedure
and of allowing flexibiltity in the choice of issues and in the kinds of
considerations brought to bear upon these issues, There was, in fact, no

difficulty in stimulating discussion, Rather; it became necessary to

estahlish procedurcs for ensuring that cvervone who wanted to had a chance to

speak.

(c) Attitudinal outcemes are difficult to assess in a short-term study

of this kind. However, there were some indications of the students!’
readiness to work together in identifying issues, of serious attempts to
jﬁsti?y their positions, of efforts to look at issues from many sides,

and of secarching for effective ways of dealing with rules which they did
not like.

(d) In several instances, the discussion moved bevond the theorerical level.
As mentioned, the students saw the need for and took measures to formulate

rules which would improve the quality of the group's interaction. At another

- ) 1
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evoke their active participation. Tt was felt that these discussions had
contribated to o hetter understandine amony the stadents themselves and

between them and the teacher. The teacher also considered this approach

adaptable to other topies withun the religion program,

From the rescarcher's point of view, the expertence could he

described as raveed and roushed. In oan oandirect wiy, however, the

indicated the potential within the approach. Better that there he not
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Principla for Diacumaton: Zxemtimea, the ulea and principles

given to us by other pecple am mot wry g

i moars that we are left with a difficult ouios of shather:

(1) to follow thes sy
(2) o Lgnomw then
(1t change them a bit o make thom haetter

{ 4} o make Wy our own Fulos

Can you think of athar altematives?

t2)

{3)

(4)

In some sdvols, sia¥nis am givwen the rule that they
cannot sear hatn in achonl,  Ta thisa a gxod nule? Wy ar
why notd

In sorp familien, childmn are tawght: “Always tall the
truth.” Ia this a good rule to teach childmn? Why or
sy ot?

On T.V. comporciala, we ame told:  “Pe cortain with
Oarts®. Should a statement like this be acospted as

a rule? What is it really saying? What is it rot sayimg?
In some churches there is a rule that womsn canmDt

take any official part in the liturgy. Thia means that

they are not allowed to do swh things as reading or
mamnion. What & you think of thia rule?
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wap Activity

i o A rule that galies eltfer at adeol, at
ee, o T.V,, in the Jhunty, in the ~ivic oeminity

that yoas think {8 pnt oa goosd nade,

Give reamoe Wiy you think {0 {a not oa aood il

Figuie ont why (£ might have been e i the fLrst plaoa

ar why s peopie free] (8 1 important to hold to it

What atritude towands the rule would you ceoommend?

(Sws BAL1=4))

(A} What are the Likely oonseqpenoes of follawing the
e

1 Whar are the Lixely oomeesquenor of mot following it7?

£

fhrepare 4 e repors e de hsoussed with the geat of the olaaal.




(D) Principle for Discussion: Rules are imgag;gntfgpgfbath?inﬂ;vidu;ls
and g:qugé,iniggeietgg £

1. Think of reasons why rules are important.
. : ; . .

= ‘ /,s\ , . ] .
2. .Think of rules that you consider beneficial. These may be rules:

=

a) in your family £

b) at ‘yqur school . ‘
c)' among your friends , - e
d) in sports . ) y ’

‘@) that you have made: for yourself

£) that come from -'your religious belief

g) that come from civil society

13

5 doubt whéthezéarnnatlg"rula should be followed,
what are some questiong which you should consider before declding?

b

8] &
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- APPENDIX 5
Case Study, Grade 13. Integrated Literature and Values Course

57

VALUES AND LITERARY CRITICISM
Report by Deanne Bogdan ' \

. I\ Introduction and Rationale . , |
Since the demise of grade 13 departmental examinations, high schools Have
enjoyed. considerable’ freedom in shaping their course offerings in English,

:espeéiélli at the seniér level; but there is usually at least:one optiéﬁ
which carries 5; the splrlt of the now defunct standardized curriculum
by teaching what we generally refer to as "the 213551é27?%f’11terature
which has merited study as works of art. At St. Michael's Choir School,
Eﬁglish 551 is such a course. Although the title might vary from year
to year, from '"Tragedy: A Study of the Human Condition" to M'Images of
Man in therature," course :ontent is invariably gleaﬂed from the main-
stream of Western literary tradition. ’ ‘

' One of the underlying assumptions of a course comprised of literary
masterpleces is that art has a certain moral value or civilizing influence, .
This assumption, while it is challengéd by educators like Postman and
Weingartner, who characterize it as an amusing superstlt;gn,l is persuasively
5upp%rted by other thinkers,. such as Northrop Frye, whose writings about

the social importance of titerature are as well known as his literary .
criticism. According to Frye, students will through the study of literature

!develcp a critical sense, which is an indispensable tool for attaining
respﬁnsiﬁility and true freedom in a society that is continuously gombardéa
by psychically enslaving influences. 2

Throughout hlstory,‘both the phllosaphgr and the artist have asked

the same questions about the essence of 1ife and about the nature of
-

men, good and evil, love, reality, ‘and 50 on. The alliance between ethics
and art has always been a.natural one. Bertrand Russell reminds us that

.
i
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the history of philosophy révea@svan intimate blending of moral aspiratidh

and admiration ofﬁtimelessnessis,in which art participates. However, it

is important that a distinction between ethics and art be maintained, for

' while:mnral philosophy (or ethics) offers a set of principles to live by,

literature produces documents of that life, of man's struggle to be heard,
his loneliness to be touched, his presence to be felt, his passion, death,
and resurrection, whether literal or symbolic. The themes are the same but
the means %fe differgnt. Both disciplines are concerned with the universal
idea, but literature alone particularizes it in what Sir Philip Sidney
calls the "speaking picture of poesy," which teaches through deligh£i4

Sidney's dictum is based on the Aristotelian notion that the moral
reality of literature consists not, as Plato would have it, in its directly
didactic import, that is, the eff?ctiveness of a narrowly prescriptive
lesson or '"message' derived from‘%??éébntent, but in the %ntegrity of
its representation of the reality wihich it imitates. ThisfrepreSentation,
created and perfected by the imposition of artistic form on the cdntent
of life, exists primarily as an end in itself.

The moral overtones arising out of literature's power to re-create
life, to make it more readily recognizable and intelligible to those who
live it, are unmistakable. But they are overtones nonetheless. If we
subscribe to the Aristotelian rather thaniiﬁe Platonic philosophy of
literature, as I. do, we do not denigrate or ignore the moral component in
literature: indeed, we recognize its importance as an aspect of the shared
assumptions between artist and audience which make literature possible; -
Literature thus encompasses values, and in so dging it exists, not for the ‘
sake of proselytizing for any one set of values, but in order to fulfill
its unique aesthetic purpose.

The foregoing point of view is reflected in the aims and objecti!es
of English 551. As well as strictly literary ends, such as stimulating
precision and vitality in written and oral expreésignj and fostering an
interest in style in order to lead to an appreciation of literature as

"art, the following general values goals form part of the course's raison
d'etre: (1) to awaken the sensitivity of the student to problems of the
day; (2) to relate literaturc to the personal lives of students; (3) to

. foster initiative and responsibility; (4) to help students aﬁpreciate and
reflect on the passions, nceds, desires, su;cegéeg, and failures of human
beings; (5) to help students formulate points of view, raise questions,

pursue argumentﬁ,;uqd; in general, acquire new ways of thinking about life.

-
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: As an English teacher I have always believed that literary education

is not only integrally related to values education but that, in the

Sidneian sense, good literary education is values education, that is, it

~.instructs by way of its power to 'move.' Confronted with an unusually

articulate-and aesthetically aware group of eight grade 13 students, I
decided to challenge them with this very thesis as put forth by Northrop

Frye in The Educated Imagination. In mid-October we had completed five

of the six chapters in Frye's book when Clive Beck suggested én experiment

-to moral education, but to presume that the convers

in combining my course with values edug¢ation. It was with a great deai u:

interest but not a little apprehension that I agreed to the undertaking.

1 was, of course, convinced that literature could make a.major contribution

was true was to

my mind too much. Furthermore, in true Aristotelian faxhion, I was fiercely
protective of my discipline:. An e§ﬁ1icit; deliberate attempt to achieve
values education through literature smacked of a Platonic\view of the
purpose of art. As well, my stuhents; by training, background,_ and
predisposition, tended to be -absolutists while the Beck approach to values
education had a somewhat utilitarian flavour. The whole exercise could end
up as a futile attempt to mix oil with water. However, it promised to be’

an exciting and provocative challé&nge.

II. First Term

A. The Educated Imagination

The format and ambience of the class were optimal for the kind of under-
taking Clive had in mind. The class met Tuesday and Thursday mornings for
75 minutes, an almost perfect 1enéth of time for a seminar of eight
enthusiastic young‘men to come to grips with an issue. We moved the desks
into a circle or semi-circle for the seminar presentations and theoretical
discussions, the two methods we employed almost exclusively. Gradually
Clive and the boys came to know each other better. They responded to his
easy-going manner and the genuine interest he showed in them.

The gédagngical principle upon which we proceeded“stipulated that
the values aspect of the class was to be largely informal inasmuch as it
was integrated with the established curriculum. Discussions of values
topics would arise naturally out of the literary context of the prescribed
classrooms. However, the method we chose to implement the principle was
paradoxical in that values classes as such were to be kept separate from

literature classes as such. This was intended to maintain the Aristotelian




_orientation of the literature/values relationship and to guard against
the study of literature as an art form becoming subseryient to values
education. The plan provided for one values seminar at the endﬁbi\each
unit of literature on topics directly related to those implied in Fhe
work at hand with the possibility of a values unit of four classes/to be’
decided upon at a later date if time permitted. In their way, the content
even of the values classes was integrated with the existing course’
structure. We were thus enabled to respect literature's resemblance to,
but distinction from, the world of experience. A

Having been plunged into The Educated Imagination at the beginning
of September, the students were already used to tangllng with the
phllosaphlcal issues whlch sprang from Frye's sometimes dlfflcult and

often controversial utterances about the philosophy of llteré%ure At

times equivocal, but always eager, they had alreayy dealt with topics

L 13

such as the nature of the world of experience as op osed to that of the

A Y
-

literary cénstruct, the quest myth as the basis for[,lterature,ﬁand
tolerance as_é direct social consequence of the power of the imagination
to produce detachment. The final chapter, "*"The Vocation of Eloquence,'
inasmuch as it focussed on the relationship between language and morality,
seemed to.be a propitious link between stristly‘literary and more personal
values issues. . ’

Our first values class followed the completion of The Edusatédr
ImﬁglnggLﬂn. We broke up into~two groups, Clive leading the one ard I the
other. After several weeks of contending, on a fairly objective plane,
with what were highly theoretical problems, the students were now
encouraged to relax into making subjectivé value judgments in relating
the material to their own lives. On the topic of rhetoric, we proceeded
from considering the moral, immﬁ:al, aesthetic, ahd unaesthetic uses of
rhetoric in advertising to how the béys felt about;using obscenities in
51 their own languhge; from the various functions of the social myths of
‘progress, togetherness, power, and status to their'own attitudes about

what it means to "adjust" to society. The tenor of this class was mére
intensely personal than any of the other values classes. Orc particularly
revealing acéount came from Henry, our most brilliant musician and all-

round achiever. He confessed with surprising frankness and genuine .
humility that his chief difficulty in chﬁq§§ng a career was that he was \ -
"good at everything." In a-sqcictf which oéignsibly rewards success in

the sciences more than in the arts, he was tempted to continue his studies

El{llC _ / . 14.
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in medicine or engineering rather than follow his passion for music. His

ol

line of reasoning #as this: the chances of "making it" in music are much

slimmer than in more conventional areas. Why not "go with the percentages"

parents, who have sacrificed so much for your education, have such high
hopes for you? Also, what if you want to marry and have a family? Don't
you have as much of an obligation to provide well for those you love as
to fulfill yourself? He saw the problem in terms of the extent to which
sozial environment should dictate the standards for choosing a lifestyle,
a question which plagues adults as wéll.

The poignancy of Henry's response touched me deeply and I began to
realize that I was becoming aware of these boys in a totally new way.
Although I had always prided mySe]f on the kind of rapport I enjoyed
with my students, I had tended to react to them as a éroup of highly
talented and versatile young men, gifted with social poiséxand that rare
ability to perform under pressure in a variety of activities, of which
the academic sphere was only one. But now I could see that I had stereo-
typed Henry as the Choir School boy par excellence without seeing him as
a person experiencing the initial stages of oncoming adulthood as any
other young man would, with all of its difficulties and uncertainties.
The first values class had perhaps been more profitable for the teacher
than for the students. I wondered to what degree the personal note of
that class had been a direct result of its being a values class. Any
conscientious English teacher would have been sensitive to the emotional
ramifications of aﬁ issue like "the individual's relationship to society."
But in a literature class, especially at the senior level, the imperative
to keep the discussicn objective would probably have mili;aied against
the kind of student-teacher involvement that we experienced. Somehow
the knowledge on both our parts that the subjective component was a
"legitimate' aspect of the class allowed Henry to explore his feelings

more than he would otherwise haves done.

B. Death of a Salesman

A local production of Death of a Salegsman precipitated our studying
Miller's play in first term rather than second term as was originally
scheduled. We attended the performance as a group, and the intensity of
the dramatic experience of the powerfully executed work so affected us
all that we decided to postpone our study of Macheth. (Concurrent with

the classroom study of the Frye text were scveral short stories

5
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centred around the theme '"Man the Outsider," whibth the boys had been
wgrkihg<an extensively as a prelude to Macbeth.) Willy Loman as anti-hero
would doubtless preserve the thematic organization as well as Shakespeare's
most ignoble of fallen nobles.

In studying Death of a Salesman students presented seminars on
purely literary topics, such as mo :fs and symbolism, naturalism, and '
expressionism in the play, and the tragic status of Willy in the light

-of Miller's well known essay "Tragedy and the Common Man.'" The boys were
displaying a thorough appreciation for the richness of the work and we
could see they were resisting the temptation to view the characters
one-dimensionally. Furthermore, they exhibited quite remarkable fidelity
to the task of interpreting the text. Whereas previous classes would
invariably lapse into discussion of their likes and dislikes about the
characters as people and about whether or not the play was outdated,

§ surprising for two rcasons: first, their strong personal identification
with-the characters was obvious from their emotional reaction to the
production - they had been unmistakably involved on a personal level.
Second, the play addresses itself directly to present day values issues
inasmuch as it is an indictment of North American society. Perhaps the
students were beginning to glimpse the meaning of Frye's notion about
the relationship that art bears to life; that is, that although human
experience, as the material cause, so to speak, of literature, closely
resembles literature, especially in the realistic or naturalistic mode,
the fact is that "literature-like" is not "liféalike."s Yet the urge
to relate the one to the other in criticism is almost irresistible, and
so it should be, as long as we arec aware that art is descriptive, not
prescriptive.

Class discussion of the play as a whole served as a fitting preamble
to what was to be the first values class led by Clive himself. The import
of the play as a critique of the American-dream-gone-sour bridged the
gap between literature and life. Two major questions were to be examined:
first, the inadequacy of Willy's philosophy of life as compared with
Linda's, Ben's, and Charlic's; second, the problem of personal responsibility
versus social conditioning in dealing with questionable values in an
imperfect sﬁéiety. The latter, a variation of the adjustment-to-socicty
problem already encountered in Frye, was to become a continuing theme

as the year progressed. Student preparation for the values class included

) (j!ltjig
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;gading two short chapters on morality, compromise, and moral psychology
in Clive's text Ethics: An fﬂtrpduetiﬁﬂ, as well as a newspaper article

by Arthur A. Cohen on William James's condemnation of the North American

" worship of thei“bit:h—goddess success.'" More specific topics included

"losers," and the morality of suicide, all with special reference to the
play.° |

Clive began with a brief outline of his ultimate life goals approach
to choosing values. It was concluded that part of Willy's problem was
that he suffered from a confused set of values because of his lack of
self-knowledge; conscquently he had allowed himself to pursue a narrow,
stereotyped version of success which was materially.oriented and derived
from social approval. Although the tenor of this values class was much
less subjective than the one in which Henry unveiled his decision-making
crisis, it was potentially morexé}plasive. It became inéréasingly apparent
that the ideological differences between Clive's reflective but pragmatic
philosophy, inasmuch as it recognizéd psychological motivation and
ekistentialisi considerations in morality, was bound to clash sooner or

later with the students' "idealistic" application of traditional moral

'priﬁciples. Notwithstanding their avowed sympathy for Willy's plight,

the boys were judgmental both about him and about Clive's "condoning'

his suicide as an act of prudence and of freedom. Students' rebuttals
included an affirmation of the doctrine of natural law by Ken, our
resident theologian, a reminder from Henry that the will must be subject
to reason, and a frontal attack by Michael on the destructive influence ~
on moral ideals of looking at what people do do rather than what they
ghould do. My worst fears about mixing oil with water were being confirmed
directly in front of me. Clive was impressed with the students' back-
ground knowledge and undaunted by their vehemence and tenacity. We forged
ahead determined to explore the apparent schism by moving on to a work
which polarizes values positions even further. . '
C. A Man For All Seaaons

Before continuing witk my account, I think it appropriate here to add a
note about my own views concerning motivation in literary education.
Contrary to the opinion of educationists who advocate introducing students
to a new work of literature by a kind of psychological seduction, an
attempt to "sell' the piece by persuading students that it is "relevant"

to their interests, I have always belicved that such an approach is not

7
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only unnecessary but insulting both to the work and to the student,
especially at the senior level. Except in the case of highly gnmotivat%d

students, a great work of literature needs no special pleading. In an

average classroom the skilful handling of theme, plot, character, imagery,

and so on should be such that extra-literary stimuli are out of place.
This is, of course, not to say that the extra-literary implications of
litérature are unimportant. That the opposite is in fact true is one of
the pfesuppasitions of this paper. But to begin with aimless meanderings
about individual value préf&rénces‘i; an impediment to the study both of
literary and values questions: it prejudices the student in favour of
viewing literature as just another example of a subjective value state-
ment, and, as Clive himself has reiterated, it 1is an ineffieieht.means

of conducting a solidly objective inquiry into the values issues them-
selves.7 In both areas this objectivity should be grounded in an analytic
approach to any given piece of writing in order to develop students'
capacity for reflection. Otherwise the fostering of values, as well as
responses. If correlation with human experience follows rather than
precedes critical investigation, students will be provided with a frame
of reference extending beyond relative, shifting mental attitudes; they
can iaok to a model or models by which they can measure emotional reaction
and discriminate among modes of judgment; Perhaps the most cogent bond
between literature and ethics lies at the educational level, that is,

in developing a critical sense, without which, according to Frye,

contemporary man robbed of any means of acquiring social vision falls

prey to the cliches of mass advertising, the bromides of power politics,

and the blind dictates of mob TBIE;S

Frye's injunction serves as an apt introduction to our next unit
of literature study, 4 Man For ALl Scasons; for as we learned in reading
the author's '"Preface'" to the play, it is this very commitment to reason,
along with an "adamantine sense' of the sclf, which Robert Bolt maintains
can lead modern man out of his self-crecated mire of enslavement and
alienation. That Bolt reconstructed Saint Thomas More into a 20th-century
existential hero is constant with the view that perhaps 'a clear secnse
of the self can only crystallize around something trnnscendental."g
Close scrutiny of the play discloses that Bolt is exploring, among other
things, the relationship between the individual and ultimate values and
that whatever synthesis he achicves s represented dramatically in more

8
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than a coincidental resemblance between More and the Common Man. They are
both rational, logical, and legalistic. Neither is interested in seeking
et . N , o e . . I {1
martyrdom: both are survivors, whose ''natural business lies 1n escaping.”
They are flexible on most issues and will serve two masters if they can,

yet each is possessed of an unshakable adherence to the self which

celebrates self-knowledge as the highest natural human virtue. For the

" Common Man that knowledge begins and ends with the survival instinct,

with the "business" of "escaping'; for More it resides in the supernatural
dimension in the act of faith. But they are identical in terms of certainty
about their respective ultimate life goals.

I was sure that, from the students' point of view, to see the
heroism of a Christian saint reduced to the same level as the opportunism
of a machiavel was surely pushing practical mdrality too far. Given their
harsh judgment of Willy Loman, they were bound fp dissent violently.

After all, one could hardly think of a more pateht rebuke to an absolute

value system than this most cxistentialist interpretation of a avowedly

‘existentialist point of view. However, while the class did not accept

the interpretation uncritically, they did not averreaét! George thought
that it made sense, but was a little too neat. Henry remarked that the
real More was probably quite different from either the historical More or
More the saint. He concluded that Bolt's profile was directly related
to the use he wished to make of him; that, although Bolt's intention was
probably not to create a document of existentialist philosophy, in the
end More's character as a tragic hero would have been defined according
to some kind of existentialist bias.

But what about the question of virtue and the self? How did it
fit into the Christian conception of natural and supernatural values? In
order to answer that question we first had to define concepts like self-
knowledge and alienation: self-knowledge not only as being aware of, but
as being true to, one's principles; alienation, as the feeling of being
separated from the self. For the Common Man alienation is insecurity and
estrangement from society. For More it means, purely and simply, isolation
from God by denying one's conscience. Respect for the self, then, becomes
a kind of bridge between natural and supernatural values. That finding
one's true self and apprehending the vision of God are quests which
coincide is part of a theological tradition including S$t. Augustine and
Bernard of Clairvaux. The boys seemed to accept this resolution, but there

were other problems, such as the question of compromise, sacrifice, and
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martyrdom. They could not ignore the fact that the ultimate dirrercnce
between More and the Common Man is that one dies and the other lives. At
this point the line between literary and moral values was very fine indeed,
as it must be when a writer's philosophy becomes an intrinsic part of what
his play is doing.
’ Taking up from where we had left of f the following Thursday, Clive
conducted the value- class based directly on moral issues inherent in the
play. We were ra*’.cr naive in hoping to deal with all of the topics
covered by th. guestions listed in Appendix B. Complex issues such as
existent® 17arm (jmﬁtsﬁ}r%is;fx! ant 2aerifice canpot be discussed adeguately in
75 min' .es with senior students cager for comprehensive ingu @ We soon
learr.¢ to limit our topics ruthlessly: but exposing the students to so
much in the carlier stages allowed us to sce which ideas were likely to
engage them most. Often, as was the case in this scssion, the discussion
veered off in a direction we hadn't anticipated, thereby revealing new
areas of interest. The factor of frecdom of choice in living either at
the natural or supernatural levels as a barometer of moral maturity had
struck these students particularly. We discussed the idea that both in
literature and in life it is precisely this capacity to choose to act
which defines what counts s moral choice. The reason we admire a man
like More in real life is that he has resolved an inner conflict by

.
making a tough decision.

The next question to consider was whether or not the play could be
regarded as providing a set of rules tu live by, The consensus was, '"No."
Phil said that the play was clearly documenting two modes of morality,
that Bolt was not teaching us how to conduct our lives but showing us how
knowing yourself helps you'to live more effectively, whatever your goals
may be. Michael, who displayed the most ability as a literary critic,
concluded thg‘discussiﬁn by nﬁting that the double ending reflected the
two value systems espoused by More and the Common Man, and that the tinal
choice was left to the individual members of the audience. He said that
the first ending, with {romwell and Chapuys shaking hands, illustrated
morality on the natural level, while the alternative ending, with the
Common Man underlining the fact of More's death, figured forth the
canseQuences of choosing supernatural values. This last cemment, in
particular, illumiuutipg'ns it did the subtle relationship between
literature and life, médc me wonder whether being reflective about values
perhgps had some transfer value to literary criticism, for it scemed that

]
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Frye was gettiﬁg through to the boyvs cvery hit as much as was Clive.

ITI. Secord Temm
A. Hedda Gabler
Thematic organization resumed in January under the rubic "The Tragic

Lt

Heroine," a unit consisting of Henry James' ifvn M ller, Margaret

Laurence's Trhe Stone Angel, and Ibsen’s o)l Adilop, Here the question

‘of freedom of choice was given a wider context to include its implicvations

for problems peculiar to women in socictv, All three of the works concerncd

are invested with a strong psychoelogical and socirological dimension: the

e Y T T ; - - [ bren prer b e ipe g o # B oom
PGL AleUicdly abtoad o the Calvinoztic

plight of the ex-pat
repression of sexual expression in e Jteens degel, and society's
constrictions on a patrician beauty with brains i Helda abior. The
possibilities for values discussiun were vivtually limitless, However,
despite the wealth of material upon which to ground out investigation,

I was determined not to treat the Literature as documents of social history
or moral inquiry. My Aristotelian instinet to preserve the artistic
integrity of the works demanded that they be taught primiarily for ther

own sake, their moral and philosophical rmport considered as valid but
incidental by-products of therr Jiterary status. Clive supported oe
wholeheartedly in thas, but woe buth wondered how it could be accomplished
gi?eﬁxthv prosounced social purport of the warks, particularly the Ihsen
play. [t 1s true that in some biterature the soral and philoesephical
cogency of the content «ovs tend to direct study away from purely literary
considerations. However, the structural element, the principic of Jdesign,

on to all three pieces 15 the

in these works 15 especially strong. Con
tragic mode, that formal quality an literature which 13 constitutive of
buth the desparr and the glory of the human vondition. Through the Greek
concepts of Lufess oand Gomrpetg, through the individusl’s confronting lugs
pwn aspirations and mutabaliey, through his discovering the unexplored
darkness within himself, and thereby learning that, rather than winniny
or losing, he both wins and loses, tragedy renders intelligible the
universal truths about human nature, #y means of concrete situation and
individual characters, it shows man who he 1%, [t wias within this frame-
work, then, that moral r<sues such as hyman motivation, responsibijity,
sin, death, and regencration were hrought to light in the ¢lassroom,

The literary emphasis on tragedy thus preceded Clive's emphasas

on the particular values ssoes radsed by the works n gquestion, issues

Lq:,
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which encompassed jreviecusly encoumtered subjects like compromise and
social conformity, but which were expanding to cobrace larger %O{iﬂlﬁgikél
and aesthetic i&ﬁ%idaf&iéﬂﬁiég§ Imteiligent response fe the idoas in
question 2 {sce Appendix () necessitated reasoning on several different

syvalunting Thsents

levels! inlerpreling he zuaning of 0

sacial messape, appratsing Shaw's view of Ihsen, and, Cinally, farmulal ing
4 F & 2 E

proposition about thie relationship Bolseen avt and Dife. Frandis
suggested that Shaw anterpreted IThaen o condenning adealicts wha Jive
their lives wearing blinkers, bul he w»as doubtful shother Shew had
itnterpreted Ihsen correctiy. Michacl, coining o new vulgarisa, asccused
Shaw of turmng Ihsen into a “vefchasienist,” that s, one who argues for
a particular values 2osifion ratheor than Jeaving the Safsl {ssdes open,
John belivved fhaen to be mire plaswright than proacher. on, unsittingly
reiterating Prye, declared that oo /0o Sdler was fieat and foremsost a
play, which just happened to comment on sodial probless contenporary 1o

Ihsen. KAl was Decozing apparent =35 THat The salues aspect of the unit

had enlarged the svope of the reffevtion from Jiterary ond values crgticise
i ¥

to phadosopby of Jiteraturs and me e othooy,

i \s L4 s & & I s P b
H, o Moujegt e

A ess Yelicatous ramifavation, tse abl pfoblem of siagny o3l and water,

o Feme siivh isbued the works we wrre

- %
et

hepan, homesver, o vne rEy

study ing, 1t svefed, esv slooad ARGACRGTICH] Eo Che Utoplan eptimism of
Clive's uliittarian daal. Althoueh tragedy, inassuch as st reaftirss Uhe
%

sl ree BHa g i,’ §° wiéwé b3

Beemsam ¥, ps omot [uvvan

anplity o contraed Bin wwb Justihy, shoyeas valuvs cduvatjon STrives 19
encaurdpe groester confidence 10 thal same abilyty. The polarization af

thoese two points of vics demambed o Saller pavestigation af hoth shdes

af the questron Phe Bost meth o the vourse, SmafD's 4 Molosr e lossd,
cuttld be pead as the must blatapt evesple of pragsatise as sl of DLiterature.
Tt man the perfoct vebiivbe for studeng atibitarianise, Alal was then
required san to counterpose 3t with an equal by cespelliag statesent wt

tragedy, canily aconplishel b chabging our Shalespesrean Jdramy from

Mishetéa to The tragedy o sufpass all tragedies, &g foo

Given dts salific purpaess, 0 oo e sl fends atsell siccedy
to rhetorival and stvlistic snalssis. se esaqtined the Lreatlise a5 a
clansieal oration S vded gnte sesersl soctions shich were sdesigned to
Ag’fsapl Y (N (T Fro vhcctives and prabice veortakn offoe s afi The

audieive . b huae Foraafdd Tl aTdent o ganvFably osFe Rosiiiy ytorestad 1o
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the notion of rhetoric as the psvchology of language and the importance of

its function of linking writer to audience. A close stylistic study of the

A R Yy
ot fonc,

opening twd paragfaphs suddeeded in unios

=y

Ting an Indd

which, in turn, disclosed the duplicitous character of the narrator. while

e dppeatsd (o be e sedf-depiedaling, «llierslic pallaest, Ihe manner in
which he manipulated fanguage sugges
H

e Y 2 T
LCAITIRINE THAN

shsetver, los: concerped aboutl

their fack of respectability. in the dramatie

situation Swift had crcated lotween his audicnce, himsclf, and the persona
nehirsl The ma4k he had Daibricsted, =soply by orchestrataing language, wais
seen To o be crucial o achieving hic bitterhy ironse sting. The students
mere vhablenged by the ubiquitous veren of seanang of The tradt,
PEa haamesdt il v o Thars, aafid 30s snaloslesdt moral fervour. bhe vilues

KRS USRS 1 ) IV R btk the form oand content of the

conpunent of 1 L
essas . During oogtiecion, Shris astuto by pornted out that in erder for

“¥

SfFLY tne wpitoer askd B pdience munt genernalls

sush 4 Plege e Ty

shire The samv vabuers, fThe =ame s s abaut aan's

rospronsgbp ity

wmhrdfor or ol

the wlaws, Franlss Fesarboed That berng

able fTu tie un arcunent oo sartivular way ol thinbing could help clarity

g aest Blagndon 4R Lhe heat o) emotion.

Fefleotive ~Patvdents fore Thon saraeeded me That the sfadenl oas vrits
L% ] \-i(g%?‘i‘igjs HESFLE R S | SN R .rigx

Phowg s o wicoraniilly me seemed o handie the moral amplications
ol the proposal as awctr sfendesd 1l ot b oread, that i», ironically, =ve
4 oxer Bay Lo grappie witn the apeltaer proplen of the fiteral proposal,
ﬁéii%sé, 'g';m; bl aw e o o L W hwh w kb h-eh bokes L:Z,;E;*i!%uéi;i, Y adv L ci
b arder o Tpesf The guestion sore Tulls, se esbarbed dpon o separate
GRIT on ethics iteely. fsing the section Uhrihicul Theorses” o Upve’s
teat ofndeer e Tt Deesfosn anad some avpuaed hondouts oas our h;s'm-f,!: L
shunped doto an sgudry o pnlo el sl itatiatigam, Bedetiam, relatiy ise,
ehgectiyviem, sl o suboovlisanr o weing o B splus swar ;?!"xzamf%;%.i?
Fefereine poitl,

Pos all, tour swnseontzie Tersaate s Lawst s owef o ddevelod To oo thigaad
R T S LR TR Fuge Breom Cuw b ot GRe paspreene et FRe ot b

ded By to be oan aloof, almost pathological

@it Tale Vamaynpt st Lkl "3%3‘;"535;1;*&;*;2 [ 4 S

ides vt be oasare 2f shere the discusson



was msiniy to explode some commonly held gterecotyped notions ‘of utilitari-
anism and hedonism. Clive began by acknowledging that A Modest Propooal
could be regarded as the,ultimate vindication or refutation of utilitarian

. principles (depending upon whether one assents to the literal or the

intended meaningj. Taken literally, the modest proposer is suggested that
annibalism is the most expedient, solution to the social and economic
pligﬁt of the Irish. "You mean 'Let them ecat babies'," quipped Michael.
The class groaned at his "sick" joke, but recognized its aptness in
tfpifying a bald, superficial application of the utilitarian paradigm.
Clive then proceeded to outlinc the major tenet of classical utilitarianism;
that questféns oﬁ‘right and wrong, good and evil are considered in the
light of consequences, in particular (for classical utilitarians) in the
light of consequences for the happiness of human beings.

Student reactions typified the usual retorts to the utilitarian
model: ”The end then justifies the means, so the modest proposer was in
"the vight all along; if that's true, you can justify what Hitler did to
the Jews'"; and '"Hedonism is supporting the carpe diem theme.'" (Michael
was the only student taking Latin and was pleased to exﬁlain the signifi-.
cance of his rgtdrt as ''enjoying the high and not caring about the fall
afterwards.') This gave Clive a chance to talk about the danger of |
interprpting "isms" in a narrov, one-dimensional manner. He distinguished
between) the modest proposer's version of utilitarianism and J.J.C. Smart's
more Sophisticated, comprehensive met.od of conéidering the consequences
of the consequences. With respect to hedgnism, he pointed out that
pleasure or pain' can be short or long ri%ge,‘that it can encompass they
-intellectual, emotional, and even spiritual, as well as the purely physical.
It was a questiE% of qual:fying your definitions. This seemed to them to
be reasonable enough, but Chris noted that the more you refined the
differences between philosophics the more alik%ithey looked. Clive agreed,
but stressed their importance in supplying aﬁsabﬁe;tive vantage point in
order to tackle complex issues constructively. Ken respandéd7ﬁy.relating
the matter to peoﬁle. "Philosophy can give you new insight,into under-

standing how people think and feel, and that can help you to understand

yourself, too,'" he concluded.
The rgmainder of class time was spent distinguighing further between
Y va;igus uti itarianland hedonistic criteria of value. Clive maintained
that, while the Bentham and Mill form of utilitarianism was unrealistic

in its attempt to achieve the greatest good of the greatest number in the
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long run and on the whole, this classical position was a necessary basis
upon which to improve the theory. His own view js more realistic with
respect to sclf-interest and the nced to FnVDur\ﬂn inner group, and stresses
‘a sophisticated process of examiﬁing the consequences of values in the
lighit of a fange of ultimate life goals of which happiness is only one.
—Chris

not a utilitarian goal in the refined sense led us to shift to a consider-

s response that William Jame's "bitch-goddess success' was probably

~ation of happiness. Does onc pursuc it directly, as Clive's theory

;L . ; - X .
advc¢ated,'3 or regard it as a by-product of other endeavours? At this

-

point the bell ended the period. Since Clive was unable to attend the
next séééfgh, Ivéiplorgd‘the topic with the boys the following Tuesday.
The textual reference for the following discussion was Chapter 21,
"Hedonistic Theories," of Ethics: An Introduction, which outlines defini-
Eigng of happiness from Aristotle and Aquinas to Hobbes and Mill. We
discussed the distinction between happiness and morality stressed in Clive's
critique of the Aristotelian position. To deny that there was such a
distinction, | suggested, was to reject the dictuﬁ, "Nice guys finish
last":; and there scemed to be some evidence, at least in the spheres of
politics and business, that this could hold true. Henry thought it to
be a cliche, that it was true only if pleasure is defined in the sense
of immediate gratifidﬁtian, Again, he added, it al]gdepénds upon the,
context of your terms. What does "finish last' really mean? In terms of
"'in the long run and on the whele' one might well envisage a man on
his deathbed feeling the pleasure of a moral life., I Téﬁlied that what
Henry was describing was the Aristotelian paradigm of happiness as a
consequence of virtue, not the utilitarian onc of morality as a means to
happiness, unless, of course, the "good guy'" intends to sacrifice every-
thing for the pleasure of leading a good life. It was a question of
priorities. We saw that there were two directions of thought operative
here: the Aristotclian view of "people for morality" holds morality as the

primary goal of man, and happiness as a natural consequence of fulfilling

that goal, however, the utilitarian ideal of 'morality for people' views
morality as a means of pursuing and achieving happiness. "You mean it's

the difference between 'Pay now, fly later, and fly now, pay later,'
grinped Michael. The next two classes saw Clive's return and further
investigation of the meaning of happiness. [ reverted to my role as
observer and have reproduced the dialogue of those particular classes in

Appendix £,
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The final values class on A Modest Propogal (4fTer TNC TOUD ¢lusses
on values as sugh) concentrated on identifying both the literal and the
real pfc%déZf#;ith a specific value position. This entailed the boys'
coming to grips with the respective assumptions of various '"isms." It was
concluded that the literal proposal espoused values of economic efficiency,
race, and class over agd above the rights of the individual to physical
Qwellabeing and human dignity. Not only were Swift and his audience united
by certain assumptions, about human values, as Chris had noted earlier,
but, according to Michael, the author scemed to be peoking fun at one of
their shared assumptions, namely, that maraliry; love of one's fellow
man, and patriotism arc qualitics which could be legislated. Swift was
challenging the notion that laws were sufficient to solve social problems.
People's attitudes had to change and that could happen only if they got
involved. The apparent air-tightness of the literal proposal was crucial
to the ironic intent because, cven taken at fuce value, it was clearly
a band-aid approach to 5 social problem of cpidemic proportions. llere
were two insights into Swift's essay which extended beyond™ any purely
literary criticism [ had read on the subject, and yet they showed
sensitivity to both the philosophical and literary dimensions of the

work, the one reinforcing the other,

C. King Lear :

By the end of the values unit on . Medest Proposal we seemed to be about
as far awéy from King Lear as was possible. Howecver, the studentsx
familiarity with valucs theorics made their acceptance of the philosophical
framework I adopted for teaching the play quite natural. The critical
basis for this approach was John Danby's Shakespeare's Noctrin of Nature,
in which are outlined two world views characteristic of the Elizabethan
mind: the medieval vision of Nature as an ideal pattern, which-includes
man as the highest creation, and the Renaissance view of scientific
humanism, which sees man separated from nature and superior to it. The
characters are divided into these two camps: Lear, Kent, Edgar, Albany,
and Cordelia in the one; bdmund, Goneril, Regan, EDrnwéll in the other,
with the Fool straddling the two.

The danger of using a theory like Danby's to teach avtragedy of the
magnitude of King Lear is that of ultimatgiy reducing a great work to a
propositional statement, the very temptation I had been trying to resist
all year. Cogent as it was, the philosophical background cculd,n@tzbé

allowed to become the basis :or merely "decoding” the meaning of the play,
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for extracting the thought from the action, for wrenching content from
form, However, the play was its own best defense., For King Lear is not
only an allegory of the Elizabethan temper, but of man's eternal search
for scif-knowledge. The tragic structurce of the play fuses with its
ideational content in a perfect integration of the universal and the
particular. The work defies simplistic interpretation or automatic
emotional responsc. Because of the complexity of the plot and characters,
analysis is never easy but neither is it tedious, for Shakespearc unremit-

tingly plumbs the deepest recesses of human emotion.

had attempted to teach Lear once before with quite disastrous results.

Not only is it difficult, but it demands a maturity and life experience
outside the ken of most teen-agers. Despite the ability and positive
approach to learning of the present class, [ was uncertain about their
-capac .y to meet this challenge, especially at the end of the school term
when, with the onsct of spring fever, the pace begins to slacken generally.
tliowever, they responded well to five weeks of “intensive confrontation with
a work whose literary and phi}usuphical richness are equally compelling.

It proved to be a fitting conclusion to a ycar of moral and aesthetic
cducation through literaturc.

Although it is, of course, impossible té know for certain, I'was_

by now convinced that the students' foray intéwvulucs cducation had
contributed to a honing of their critical sense which it would not have
otherwise received. The high level of literary appreciation continued

with the study of the nature of good and evil, of authority and responsi-
bility, of the validity of traditional versus personal values, of

the complexity of motivation and of cnlightcament through suffering - all
“issues inherent in the play and replete with the values component. But
there was more. The students' training in reflecting on both the principles
and methods of ethics gave them, [ feel, a context for the stretching of
the imagination which they had undergone; it supplied them with a vﬁntage
point from which to contemplate "the height of (the) imaginative heaven

and the depth of (the) imaginative hf::ll”14 they had visited. This
stretching worked in both directions, from the literary to the philosophical
and the philosophical to the literary. In terms of the latter the students'
response to'the drama was deepened inasmuch as they had bgéome keenly aware
of how values change with social customs and of how crucial was the bond

of moral assumptions which the dramatist shared with his audience. They

I
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were thus better equippedl to apprqund the sacrosanct nature ot the sense
of outrage with which thzyawcuid hhvg apprechended Edmund's casting off

the order of Nature. A truly enrichihg experience of the play demands,

for example, suspending belief in“the myth of common-sense, which typifies
the Edmund faction, yet which is accepted so uncritically by the 20th century.
The boys, in re31121?* this, werc thus better able to appreciate the multi-
faceted nature of the characters both in an allegorical sense, as cmbodi-
ments of ideas, and as single human beings fraught with needs, desires,

and conflicts,

D. Conclugion
The progression from literary criticism to the values component helped to
relate the play to the students' own lives in a highly reflective way.
They understood, for example, .that the two world=views which framed
King Lear were not guides to better or worsc living, but two antithetical
philosophies vying for pre-eminence in the cyclical progression of history.
They could relate the split in the Elizabethan psyche to our own dis-
association of ‘sensibility in the 20th century in terms of varying pre-
suppositions about the nature of man and the universe. They became aware
that the moral and philosophical wheels have, in a very recal senss, come
full circle, and that we are striving for . thiru alternative, a synthesis
of two polarized ways‘pf seceing, in much the same way as Shakespeare was
in King Lear. In short, they enlarged their perspective of life. To be
involved in this kind of educational process is not to tecach social
history, ethics, or philosopty. bhut simply to accept the mcral mandate
of the English teacher, which, according to Frye, is to tacilitate ''the
transfer of imaginative energy from the literatuic to tne studeﬂt.”ls
As 4 person who is committed to literary education, I have long/
been concerned atout the relationship between literature and values
On the one han., there are those wio would strip th literary masterpicce
) of its moral ccmponent, who would uimost ignore the valuz import of the
referential meaning of words. On the other hand, there are thosc who
would make the artistic stature of iiteraiure subservient t, whatever
psychological and educational benefits can be gained from studying
literatnre primarily for its values ingredient, for its use in teaching
"verbal peiceptions ar. understanding in life, and not merely ia art."lﬁ
What is required ia English studies téday i. . median between these extreme
positicns. The fact is thet all English teacher. teach values, explicitly
or implicitly, w%tf'ﬂg1§ or unwittingly, and most of them do it badly.
The inept “caching of values through literature is not hetter than no
18
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values Langhingvnt all, as some teachers think; it is damaging to both
athics and literature. 1t bears repeating that the coalition between them
is natural but not easy. It is my belief that the systematic, ohjective
investigation into the moral issues underlying literature studied at the
senicr high school level, be it termed values educition or philosophical
criticism, is indispensable to the proper study of literature per g,
to understanding what Aristotle would have called the "thought" of
literature, which, along with plot and character, comprise the three objects
of imitutiunsl7

In order for the moving power of art to become a reality instead of
an "amusing superstition,' students must be properly disposed to adopting
a critical temper, and this entails their becoming attuned to the potent
cognitive element in great works of literaturce. Whether or not we subscribe
to Sidney's dictum that the jurpose of art is to instruct with delight,
we cannot escape the didactic influence of the "speaking picture of
paesy.i'lH Fhe future of civilizaotion s we know it may very well depend

upon the capacity of our students to respond fittingly to 1ts voice,
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ATH OF A 1
th 1t moral or values camponent )

(Some Iuyues

Arthur A, Cohen supports William James' comdemnat fon of North Amerfean soriety for
fts worship of "the biteh-poddens aneresa.” I {1 really wrong to have "nuccess”
as a goal In life? Discuss the treatment of the pursult of suecens o Death of g

Setting asfde for the moment the gquestion of the technieal meaning of "tragedy"
in Tireravy eritician, in what sense and to what extent (4f at all) was Willy Loman'
1ife tragic?

Witly o apdaed Chartie and his wav of Tiieo Yet Charlie appeared te Vsucceed" in

G ooorta u osense, and was extraordinartly kind to Willy., Both Charlie and Bernard

aved omaturity that in evervdav 1o we might regard as admirable., Yebt one
St e Miller's view W11y was a more admirable person.  How are we to

resoive tnis issuc!

To what extent was soclety responsible for Willy's 1llusfons and unrealistic poals?
To what extent was society responsible for his "downfall"?  Should socfetv be kinder
to the Willy Toamans »F this warld?

atr work in Willv's suicide?

What were the psych

Nigcuss the morality of Willw
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VALUE _ TSSUES

(With special referenoe to A Man far All Seasons)

1. what is existentializm? lore are same suggestions: (@) It is the view
that ene should not fit one's life to a preconception of how humans should
live but rather have one's principles qrow to fit onn's life. Life,
existence cames before principles. (b) It is tho view that a fundamental
valus in life - parhaps the fundamental value - i3 to be true to one's
emerging self and principles, whatever they may be at a given time. 1Is
there value in the existentialist perspective?

2. In the play, Thamas Mare is representsd as an existentialist in the ‘
above respects. Is the Camon Man also an existentialist in these respects? \

!

N «
P

3.  The Cawon Man is represcntid as a skilled pragmatist. But is not
Maore also a skilled pragmatist? Ts not a strong comnonent of pragmatism
and "campromise" esscntial in any morally mature person?

4. In pursuing ultimate values one nust mike conpromises. But one must
not campranise the ultimate values themselves. Nor should one set aside
one's moral principles for no gqood reason, simely through the influence of
same irrelevant pressure, impulse or desire. This is opportufiism or
expediency. One must have gonxd reasons for one's caompramises. Was the

Cammon Man an opportunist or rather a creative compramiser?

5, A morally mature person is usually able to develon creative solutions
to problems such that he acts morally without making real sacrifices. The
notion of "sacrifice" is very problematic. In what sense (if any) did More's
death imvolve the sacrifice or "giving up" of anything?

6. A person (such as Mare) vho is reflective and creative in his morality
will be misunderstood byy man’ people, and resented by others. What ie moral
to ay person iz not moral to another.

7. 1Is More, as representrd in the play, more moral, more noble, more
adrirable than the Camnor, Man?




APPENDIX C

(Some {msuos with a moral or valups component)

What ideals was Hedda purauing? What compromises (Lf any) should she have made?

Note: (In order to come to grips with the "should" question here, a rather
complex analyais of tha relevant issues In needed)

b

In The Quintessence of Ibsenism, Shaw states that {f Europe had heeded the
gospel of Ibsen many of the tragedies of World War I and its aftermath could
Do vou think Ibsen was preaching a gospel? Do you accept
for a playwright to do so7

have been avoided,
Shaw'a assumption that {t {s lepitimaes

Ibsen saw within Tesman the suffocation of dull conformity and within Loevborg
the dissipation of unbridled self-indulgence. To what extent can a person be a
truly free spirit within a socletv? 1Is not some degree of soclal conformity at
least necessary, if not desirable?’ It might be argued, for cxample, that Loevborg
most worthwhile activity occura after he has made an attempt to leave his social
rebellion behind him. (But was it realiy his most worthwhile activity?)

¢ K

To what extent were Hedda's problems similar to problems many women experience in
Could a change in socletal arrangements and expectations hel

present=day soclety?
toward a solution of such problems?




APPENDIX D

APPROACHING VALUE 15SUES

(With spectal reference to Jonathan Swift's A Modeat Propomal)

1. With reference to values and quesations of right aqnd wrong,
analyze the following concepta:
Hedontsm
Utilitarianiam
Subjectiviam
Relativiam
Objectiviam

(For brief background reading sece Clive Beck's Ethics, Chaptersa 21, 22, & 23
and Henry Sidpwick's Outlinea ot the History of Ethics, pp 240-250)

2. To what extent is Swift's "modest proposal", taken literally, a
ut{litarfan proposal? Ia {t, taken literally, a aubjectiviat,
relativiat or objectivist proposal? What {a your value assessment
of the literal proposal?

i
3.  What moral proposal {s Swift actually makiag to the people of
Britain? Does it appear to be derived from anv particular value
theory? What do you think of the actual prcpesall

4, What values, principles and methods might one use to evaluate a
moral proposal such as Swift's?
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Francis:

' to h :donism? ) . !

|...|

i 8, possible, to ghange your conscience from, say, absalutism

}

But in doing it are you being true to yourself?

Yeg, but in a ﬁuch more complicated sense than would first be
apparent. And this means ‘that nothing is—intfinsically gooc

or bad. 1t depends upon the reasons for the gaudnéss or - \
£ -

badness. . . } |
|

No, I can't agree with that. You can preserve.the fdea—of

- intrinsic value and still make it work; for example, lying is

intrinsically evil but it would be right to lie depending on
thE'ciraumsgangés. |
Like lying to the police %pout hdding a felan whom you know 1is

innocent. - . . : .

"Objectivism and Subjectivism"

Thia is to qualify the theory of intrinsic value out of existence.
There i3 no longer any point in Halding that moral values are
intrinsically good and mugt be upheld no matter what. It would
be easier for the utilitarian to make a decision than an
absolutist in a case like that; but it is still not easy. Making
moral decisions 1is tough for anyone who sﬁfives to be,truly
reflective. The utilitarian must contYnually ask by what
pfingiplag he is judging the consequences, Subjectivism,’
relativism, and objegtivisméare ambiguous terms, butiimpartant
ones. We can't just say ''Oh, that's subjective, or that's

simply relative, so there's no point in discussing the issue."

But 1f two points of view are hopelessly opposed, it is useless.
It depeénds upon how open they are in their thinking.

& - .
;ét'a take a look #t the ultimate life goals on pg. 13. Are they

subjective or ob! . ve? .
@ i

‘You could avoid discussicn by'saying they're subjective.

ijegtive inasmuch as they ;an be studied Also you can havg
either subjective or gbjective feelings about them. A subjective

feeling is one which ignores evidence.

15



George:

Michael:

Henry:~

Clive:

oy
Francis:

. - —
Yes. It sggms to be a fad nowadays to take any given value and
say its subjEEEiveg It's a cop-out. Because something is hard

i

to achieve, pgopléisgtianalize their failure, (ﬁ

‘And their laziness in trying to resolve it.

As I said before, all human beings are both subjective and

objective. They have attitudes about things, but can choose to
carry out an objective inquiry. And that inquify.can be elther
aubjective in that it:iaé jump to conclusions or objective in
that it can exam;né the fhcté_ Thisxis a middle of the road
value.éogition: 'objective in the sense that a value can be |
investigated but subjeétiyg ﬁegause it 1s relative td& human ‘

needs. What do you thingfgf such a position?

‘Would it mean that télliﬁg lies is wrong only if it affects

human being adversely? v \

Yes; it meani;;ggt'the ultimate test of truth-telling depends

. . | .
upon the wayé,Q affects people's 1ives.

That in turn depends upon your pfiarities, Take the iésue of
killing seals. Those in favour of it are more hard=nased about
protecting their jobs; those agaiﬁst, are worried abéut things

like eﬁ@logy and humane treatméntiaf animals, etc. ;

- /

'Ihat 8 a good example. I can't see any right galuq&on ta)thé

seal problem. What's right for the seal-hunters séems wrong to
us. Sometimes you end up if a sefiaus canftontatian.m But you
do on ggz value position. We cannot criticise utilitarianism
because it is unable to settle c;rtain disputeg. Some dispﬁtés
simply cannot be regolved in 2 black and whitg/manner,

The matter of seals is a slipperj;questian; I(¢roan!)

i

We re treading on thin ice. (Bon!) This raises the question
of relativis%) Haybe we have to thr\w ﬁg universalizability

and restrict’ our interests to a ﬁertaiﬁ segment of the population.

a3 N .

' But then you come back to the Hitler question.

/



. Clive: I don't think so. My position militatésfagainst self-deception,

which is bad for civilization. Suppose vou are foreced into a
certain kind of behaviour; for example, you've always wr ted to
be a professional musician, but you can't make enough money at it.
So you 'take an undemanding nine-to-five job as a bank teller or
.'the like, After awhile, you start rationalizing how worthy the
b;nkiﬂg profesaion is. A certain amount of this self=deception
is necessary for ego survival, but on the whole 1t is best to

face up to why you do the things you do.

Henry: Would you say that ego survival is an ultimate life goal worth

striving for?

Clive: Yes, but not the only one
Henry: 1 You can combine it with, say, respect for others., Even though

someone else is a better musician than me, I'm much wiser for
knowing it.

Clive: That's the kind of knowledge that comes from trying to be objective.
Part of the value of an objectivist position is that you can work
out why something is wrong, and restrict your blame and objectiona
to those reasons, if we Eina, gomeone's behaviour wrong because
it 13 inconvenient (e.g. a thief) we should oppose him for that
reason and not also because he is"evil" in some intrinsic way. It
can be very damaging for someone to attach a label to himself or

others because he doesn't know enough about what he's dealing with.

To summarize, in this discussion of utilitarianism, hedonism,
objectivism, relativiam and so on, I have been trying to show how very complex
moral issues and terminology are. No simple theory will do. This is clear in
"the taxt from the summary of my posgsition on p. 92:

=

It 1s a functionalist theory in a sense in that it sees actions
and objects as having certain functions or purposes; but it is
basically non-functionaliat in that it requires that funections be
worked out in light of ultimate life goals rather than simply
being assumed to inhere in the actions or objects themselves. It
is a hedonistic theory up to a point in that it sees happiness of
oneself and others as a major 1ife goal: but it does not insist

1g




_ that happiness is or should be the only ultimate life goal.

" It {8 a utilitarian theory, but not in the classical sense
.that it advocates treating everyone alike, or in the cont-
emporary sense that it advocates an "achievement” or "success"
orientation. It is not a subjectivist theory, although it
stresses the relevance of "subjective" phenomena in the
psychologists' sense of the term. It is a relativism, although
an objective relativism rather than a radical relativism. - It
is an objectivist theory, although not an abgsolutist theorvy.
And 1t is not an intuitionism, although it recognizes that -
instruction as a semi-automatic mechanism has a role in the
practice of morality.
(Clive Beck, Ethics: An Introduction)

-
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(Some 1issuas with a moral o values component)

1. It might be said that Edmund's Machtavellian rpproach to
live 1s explored in the play, shown to have certair rewards, but finally
rejected. Equally, however, it might be said that an innocent stoilc,
honest approach to life is shown to be less t-.n satisfactory. It 1g not
clear that virtue is rewarded, or even 1s its own reward. What do you

*think the play is saying (if anvthing) -n -hese issues? What are your
views on these issues”

2. At certain points the pldy appears to condemn the disregard
of tradition and convention (fur example in the treatment of paren%s and
kings). However, Edmund shows a kind of patriotism (Act V Sc i, 1 68: ‘
"...my state stands on me to defend, not to debate"); Edgar calls on all to
"Speak what we feel, not what we ought to say" (Act V, Sc 4ii, 1 324); and
the whole play seems to raise "meta-conventional" questions. Do you think
the play 1is pressing us to reflect on life at a more fundamental level
than that of tradition and convention? If so, what approach to fundamental
reflection on values does it suggest (41f any)?

3. To what extent may the play be seen as illustrating and/or
advancing the principle "In order to gain 1life, you must lose 1t"?

4. Most people are not entirely innocent, stolec-or Machiavellian
What can the play offer to the average person.

a) on a moral level

b) on an aesthetic level
c¢) on an emotional level (insofar as these are distinct)?

Q ) 1 E:::; ¢




